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Foreword 
 
Connecting Reflective Learning, Teaching and Assessment is the 10th occasional 
paper from the Higher Education Academy Centre for Health Sciences and Practice, 
and is published appropriately as we approach the 10th anniversary of the 
establishment of the Subject Centres in 2000. 
 
Reflection and reflective practice in simple terms can be summarized as learning 
from experience. However beneath this simplicity is a minefield of questions that 
arise from the need to incorporate this approach into learning and teaching. The 
inclusion of critical reflection into the curriculum is promoted in the health professions 
by the requirements of professional and statutory bodies, and is well developed in 
some professional courses. 
 
This paper explores the theory, different contexts of reflection, and examples from 
case studies of reflective practice. It includes discussions of practical issues, for 
example the conflict between crammed curricula and the time required for critical 
reflection, reflective writing strategies, guidelines with relevant questions for the 
learner to start the process of reflection, and marking criteria to assist in the thorny 
issue of assessment of critical reflection. 
 
We hope that the experiences outlined in this paper will be of help to those who are 
involved in the teaching of reflective practice. 
 
Professor Catherine Geissler 
Director 
HEA Centre for Health Sciences and Practice 
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Introduction 
 
Helen Bulpitt  
Senior Learning and Teaching Adviser,  
Health Sciences and Practice Subject Centre,  
Higher Education Academy 
 
There has been a long tradition of arguing that reflection is central to learning (Dewey 
1933; Boud, Keogh and Walker 1985).  Furthermore, the concept of reflective 
practice has more recently been espoused in professional education as a means by 
which the newly qualified practitioner can be equipped to deal with the complex 
environment of professional practice (Schön 1983; Health Professions Council 2007).   
 
The origins of this occasional paper lie in discussions which took place amongst 
members of the Reflective Practice Special Interest Group of the Health Sciences 
and Practice Subject Centre of the Higher Education Academy: 
http://www.health.heacademy.ac.uk/ .   This group comprises academics working in 
numerous health-related disciplines including nursing, physiotherapy, occupational 
therapy and pharmacy.  These academics are actively engaged in teaching modules, 
courses and programmes which incorporate reflection and reflective practice.  
 
In 2004, this same Special Interest Group collaborated on an earlier occasional 
paper (LTSN 2004) which drew together a variety of individual case studies of ways 
in which critical reflection has been incorporated into specific curricula. 
 
The stimulus for the current paper derived from a meeting of the Special Interest 
Group at Coventry University in late 2007.  On that occasion, examples were 
presented showing ways in which academics have sought to integrate the process of 
learning, teaching and assessment of reflection and reflective practice so that they 
become meaningful for students. A number of these presentations are represented in 
the chapters that follow, some of which are theoretical and others examples from 
practice.  In the lively discussions that followed each presentation the participants 
came  to realise that to connect learning, teaching and assessment of reflective 
practice in a meaningful way is a considerable challenge and making meaningful 
assessments is particularly challenging. Mary Deane from Coventry University’s 
Centre for Academic Writing was a welcome participant who encouraged and 
inspired us to put this paper together and has supported its development throughout.  
Her chapter on reflective writing pedagogy contains many helpful insights on ways to 
support students with the difficult and unique task of writing about reflection, including 
the very specific challenge and sensitivities around assessing personal data.  Deane 
argues that students can be taught the writing skills necessary to demonstrate their 
abilities as reflectors.  Indeed, she goes so far as to suggest that “without rhetorical 
devices students are less likely to fulfil marking criteria and meet modular Intended 
Learning Outcomes not because they fail in practice, but because they have not 
mastered the art of reflective writing” . This is a problem which several contributors 
recognise. Jayne Dalley’s chapter, for example, raises the question as to whether the 
tools provided for assessment are always sufficiently matched to the purpose of the 
assessment.  Each of the contributions to this paper represents the views, practice 
and work of practitioners and as such some of the work described is still ‘work in 
progress’.  Nonetheless we hope that together they provide some realistic 
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suggestions for other practitioners working in the field of professional education in 
support of their teaching. 
 
Part One of this paper (chapters one and two) explores some theoretical 
paradigms.  Part Two then considers the contexts within which reflection and 
reflective practice may be taught.  Finally, Part Three brings together four case 
studies, providing first-hand examples of practice from a number of disciplines. 
 
Lynn Clouder’s opening chapter makes the case for embedding reflection at the 
curriculum design level, consistent with a whole curriculum approach.  Her argument 
is persuasive for the combination of constructive alignment (in which curriculum 
components complement one another to form an integrated whole) and the spiral 
curriculum approach(an iterative revisiting of topics, subjects or themes throughout 
the course), as she reminds us that the world is changing and the demand for 
‘employable’ students has encouraged an outcomes based model of curriculum 
development which does not necessarily fit easily with the parallel demand for 
reflective practitioners.  She argues that whilst the application of propositional 
knowledge (knowledge of facts cf knowledge of procedures) is critical (and can be 
assessed through an outcomes model), the prominence of ‘being’ comes through 
critical reflection and therefore demands a more multi-faceted curriculum design. 
 
Jayne Dalley’s chapter highlights further challenges for the assessment of reflection: 
questioning whether the markers themselves always understand whether it is the 
product or the process which is being assessed, and whether the answer may vary 
between one marker and another.  Dalley suggests that by clarifying the value and 
purposes placed on different kinds of reflective writing pieces should serve as the 
guide for assessment and that it should be made clear to students that when we 
teach reflection it looks one way and when we assess it, it looks another way.  
 
Part Two opens with Paul Fleming’s analysis of the facilitation of reflection within the 
context of interprofessional education (IPE).  He identifies some additional 
challenges to the learning, teaching and assessment of reflection and reflective 
practice within this context.  These include the contrasting expectations, perspectives 
and traditions related to reflection within the specific professions.  Fleming suggests 
that multi-disciplinary teaching teams may provide one way in which to provide the 
necessary range of perspectives for students, as well as multi-disciplinary feedback.  
Whilst questioning the appropriateness of assessment in this context, he recognises 
that it is almost always inevitable and offers potential areas that could meaningfully 
be assessed in the context of IPE, such as the facilitating factors and barriers to 
effective collaboration among professional groups.  He concludes with a Typology of 
Reflective Practice (Fleming 2007 a and b), exploring the various dimensions of 
reflection: developing reflective questions, using the domains of reflection and the 
timing of reflection. 
 
Codra Kupara’s contribution to the Special Interest Group meeting brought a 
welcome new perspective, working as she does within initial teacher training and not 
in one of the health-related disciplines. This cross-disciplinary perspective provided 
new directions for the discussion and her Delphi study, exploring the most effective 
strategies with which to develop reflective practice among initial teacher trainees 
provided some rich data.  Kupara argues persuasively for the need to link reflection 
to action; it is within both problem-finding and problem-solving that changes in 
behaviour can occur.  Kupara suggests that this creates real challenges for the 
teachers of these students, arguing that for this change of behaviour to occur in the 
student careful preparation is needed on the part of the teacher. The teacher also 
needs to have well-developed skills in facilitating the ability to reflect.  Kupara’s study 
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identified seven effective strategies for the development of reflective practice, the 
most highly favoured being the use of case studies, with the proviso that students 
need to be taught how to make best use of case study material, again emphasising 
the importance of effective teaching. 
 
Chapter Five provides the perspective of a writing specialist into the context of the 
student’s writing about reflective practice. As I have indicated above, Mary Deane’s 
chapter offers a wealth of insights into the strategies that can be learnt in order to 
write effectively and purposefully in this context. 
 
This Occasional Paper concludes with four case studies which offer practical 
examples of how these challenges associated with connecting learning, teaching and 
assessment of reflection and reflective practice have been addressed.  One provides 
an example of structured support for students (Dalley), the second for the markers 
(Toms). The third case study (Edwards and Cunningham) gives an example of a 
process by which assessment criteria were developed within the discipline of 
pharmacy, and the final case study (Chambers) illustrates the application of creative 
research methodologies in researching reflection and reflective practice.  These 
examples share the aim of providing practical strategies for fostering and enabling 
the development of reflective practitioners, and to appropriately assess that 
achievement, equipping them with the skills needed not only to become qualified but 
to continue to develop throughout their professional career. 
 
Finally, there is some discussion in the literature about the meanings of the terms 
reflection and reflective practice, with most writers using the terms almost 
interchangeably (e.g. LTSN 2004, Rolfe 2006) while others prefer to distinguish 
between them (Atkins and Murphy 1993).  The contributors in this paper have each 
taken their own decision on their use of terms.  
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Part One: Theoretical Paradigms 
 
Chapter One 
 
Promotion of Reflective Learning, Teaching and 
Assessment through Curriculum Design  
 
Lynn Clouder 
Director of CIPeL, 
Coventry University 
 
Abstract  
In this chapter I argue that if reflection is to be a central tenet of learning, teaching 
and assessment it is necessary to embed it at a curriculum design level. By 
implementing a whole curriculum approach (Schuell, 1986) links are forged between 
the elements so that both process and outcome are considered. The aim should be 
to encourage student engagement by providing a framework to facilitate development 
of students’ reflective capability. Although considerable attention has been paid to 
models and frameworks that support reflective teaching and learning (see for 
example, Kember et al, 2001; Moon, 1999; Brookfield, 1995; Johns, 1995; Boud, 
Keogh & Walker, 1985) and to issues surrounding the assessment of reflective 
capability (Brockbank & McGill, 2007; Clouder, 2004; Moon, 2001; Hinett & Knight, 
1996) scant attention has been paid to its integration at a curriculum design stage 
and throughout the entire learning experience. My intention in this chapter is to 
encourage academics involved in course design or redesign to consider the 
implementation of two curriculum concepts used in tandem to provide a framework 
that promotes congruence between reflective learning, teaching and assessment. 
The two concepts are constructive alignment (Biggs, 1996) and the spiral curriculum 
approach (Bruner, 1960).  
 
Keywords  
Constructive alignment, spiral curriculum, curriculum design 
 
What do we mean by curriculum design? 
 
A curriculum is an artefact, constructed within a frame. It has form and 
structure. It has dimensions of time and space. It is experienced. The 
framing is important … what to place inside the frame and what to 
exclude. The critical decision then concerns how the contents within the 
frame are composed in relation to each other in order to create an 
integral and harmonious entity.  
(Paul Kleiman, 2002. P.3) 
 
The absence of attention to curriculum design related to fostering reflective capability 
is consistent with the paucity of serious general debate about curricula in 
contemporary higher education (Barnett & Coate, 2005). Curriculum is described as 
a ‘missing term’ despite the assertion that ‘through curricula, ideas of higher 
education are put into action…. values, beliefs, and principles in relation to learning, 
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understanding, knowledge, disciplines, individuality and society are realized (Barnett 
& Coate, 2005, p. 25).  
 
Paul Kleiman (2002 p.4) argues that the curriculum can be conceptualised in a 
variety of ways; ‘as content, and/or experience, and/or intentions, and/or cultural 
reproduction’. As a consequence he stresses the need for clarity about the function 
of each individual curriculum. Exploring the tacit notions of curricula, Barnett and 
Coate (2005) identify a recent shift towards outcome-based, employment related and 
market oriented curricula, that has generated a range of pedagogies to cope with the 
change. They argue that in the process of course design issues of pedagogy are 
discussed ‘more occasionally’, otherwise attention focuses on pragmatic issues, such 
as the topics to be included, the approaches to be adopted and technical issues such 
as assessment approaches, rather than broaching fundamental issues such as the 
relative pedagogic responsibilities of teacher and taught’ (Barnett & Coate, 2005, p. 
25). This matter-of-fact approach to integrating reflective practice into curriculum 
design is, in fact, illustrated in a recent Higher Education Academy resource (UK 
Centre for Legal Education, 
http://www.ukcle.ac.uk/resources/reflection/curriculum.html ). The resource 
addresses issues such as alignment of outcomes with assessment and practical 
concerns about dealing with disclosure, providing feedback and plagiarism.  
 
As a consequence of the 1997 Dearing Report, which called for students to be better 
informed about their studies (Hussey & Smith, 2008) there has been a noticeable 
shift, with respect to curricula, from concern with the quality of learning processes to 
the quality of outcomes. Subsequently the concept of setting learning outcomes has 
become accepted practice promoted by the Quality Assurance Agency (QAA). 
Notwithstanding arguments that ‘outcomes-based education’ de-emphasises process 
in favour of outcomes (Davis & Harden, 2003), use of learning outcomes has been 
deemed complementary to the objectives of experiential learning (Mortimer, 1999). 
Mortimer’s assertion that they provide a way of supporting the development of 
learner autonomy and a more concrete focus for helping students develop key skills, 
suggests that they might have potential value in supporting the development of 
reflective capability.  
 
Professional higher education is according to Watson (2000, p. 6) ‘the antithesis of 
the ‘secret’ garden image of the curriculum. It requires negotiation, shared purpose 
and above all, transparency of aims and outcomes’. Harvey (2000) highlights the 
importance afforded to employability and the requirement placed on producing 
flexible, critical, reflective and empowered graduates, illustrating stakeholder 
pressure from the government and industry. However, the commodification of higher 
education means that students as ‘consumers’ also exert a powerful influence and 
control over the educational process (Barnett, 2005). As a consequence of increasing 
influence from outside interests, the curriculum is pulled in different directions. For 
example, curriculum design in one medical school, incorporates several design 
elements, including a core curriculum defining essential knowledge, derivatives of 
problem based learning, the incorporation of a spiral design, as well as an outcome-
based approach (Davis & Harden, 2003). This example serves to remind that 
although attention will be turned to focus on suggestions about curriculum design that 
supports the inculcation of reflective capability there are always other discourses that 
will influence the final curricula.  
 
In considering the design of curricula for a rapidly changing world, Barnett and Coate 
(2005) identify three challenges: knowing, acting and being. Acknowledging that 
responses to these challenges will differ across institutions and subjects, they 
suggest that integration between these elements is essential.  In the context of 
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professional subjects, they develop a model illustrating the perceived relative 
importance of the three challenges by the size of the circle.  
 
Figure 1. Curricula in Professional Subjects (Adapted from Barnett & Coate, 2005) 
 
The model suggests that while propositional knowledge is crucial, being able to apply 
that knowledge in practice is of even greater importance. However, the integration of 
the action domain and self is of particular relevance; the prominence of ‘being’ 
highlights the importance of the ‘capacity for critical reflection and self development 
through knowledge and actions’ (Barnett & Coate, 2005, p. 78). I have adapted the 
model to highlight the area of overlap of the three domains that I suggest is the space 
which must be capitalized on to create a professional curriculum.  Inevitably it is likely 
to be contested ground; for example, notwithstanding differences between 
professions, the discourse promoting development of skills and competencies could 
well predominate.  Nevertheless, Barnett and Coate’s interpretation of the perceived 
relative importance of each domain provides simple yet important insight into the 
extent to which the curriculum might respond to the future needs of graduates and 
the necessity for multi-faceted curriculum design, which pays specific attention to the 
development of reflective capability.  
 
The curriculum challenges posed by reflection 
A potentially major stumbling block in designing a curriculum to foster critical 
reflection is that it is still considered by some to be a contested concept, which 
results in lack of clarity about how it might be taught (Russell, 2005). Russell 
engages in debate over whether or not it can in fact be taught. However, there is 
even greater debate about whether it can be adequately or even should be assessed 
(Williams, et al., 2000; Hinett & Knight, 1996). Notwithstanding these challenges, the 
extensive literature and equally extensive evidence of adoption of the concept in 
practice seems to suggest that the theory and practice of reflection has attained a 
significant role in contemporary professional education (Moon, 2004).  
 
Professional and statutory review bodies such as the Health Professions  
Council and the Nursing and Midwifery Council (NMC) have been influential in 
‘writing’ critical reflection into the curriculum at policy level by setting standards, such 
as ‘Standards to Support Learning and Assessment in Practice’ (NMC, 2006) .  
Nevertheless, whilst some professions, such as occupational therapy, and nursing 
have fully embraced and embedded the notion of fostering critical reflection in 
programme design, others are more tentative about the value of its contribution and 
as a consequence give it less prominence (Clouder, 2004). It must also jostle for 
position with other influential discourses, such as evidence-based practice (EBP) and 
the promise of propositional knowledge underpinned by rigorous research. EBP 
which was keenly promoted, initially within health and social care, is now more widely 
influential in education, economics and architecture, despite critiques that suggest 
that it is open to similar criticisms that it directs at other discourses. These criticisms 
Being  
Actin
Knowin
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include lack of empirical evidence (Rolfe, 2005) and biased evidence as a result of 
publications not being representative of all completed studies in an area (Friedman & 
Richter, 2004). Nevertheless, it evokes a paradigm, which supports a technical 
rational and positivistic view of the world, that although not totally at odds with 
conceptions of reflection, considered by some to be a rational cognitive process 
(Dewey, 1933; Schon, 1983) is at odds with its more affective conceptions.  
 
Emphasis on competency based education and the requirement for vocational skills 
exerts yet another robust influence on curriculum design. The case for reflection is 
not helped by claims that critical reflection is dependent on very different skills and 
premises to those on which everyday practice in the workplace is based (Price, 
2004). For instance, it is argued that practice is dependent on collective rather than 
personal learning (Seymour et al, 2003). There is also doubt that individual reflection 
can resolve collective problems or whether mentors can adequately support reflective 
problem-solving (Taylor, 2003). All of these arguments challenge the perceived 
instrumental value of critical reflection in this setting, although it can be argued that 
contrary to popular belief critical reflection is not confined to being solely an individual 
activity but is strengthened and can be translated into action through dialogue with 
others.  
 
Prefixing the word ‘reflection’ with the word ‘critical’ lends it greater credibility and 
certainly conceptions of reflection seem to have moved away from the view that it is 
no more than ‘navel gazing’ (Fade, 2004). Its power stems from its potential to make 
sense of experiential learning in the context of practice, whilst simultaneously gaining 
personal insight. As such, its iterative, emotional and potentially transformative 
nature does mean that it is potentially at odds with the linear, rational and specified 
outcomes focus of higher education, especially given that outcomes of critical 
reflection can be at least partially unintended. 
 
 
 
Curriculum Design for Fostering Critical Reflection 
Acknowledging the need to consider values, goals, content, structure, flexibility, 
teaching strategies and assessment (Toohey, 1999) there is a need to question 
whether there is an optimal curriculum design that will foster critical reflection, as well 
as possibly fulfilling other curricula demands. Moon (1999) advocates one that is not 
overfilled allowing time and space. I have agued elsewhere that ‘a crammed 
curriculum is not conducive to facilitating reflection’ (Clouder, 2004, p. 105). In 
agreement, Barnett (1997, p. 110) suggests students need ‘to have the space 
genuinely to form their own critical evaluations and to engage in critical acts’. He 
advocates ‘abandoning teaching’ in favour of a student-led approach; a sentiment 
acknowledged by Brockbank and McGill (1998) although moderated by the 
suggestion that some form of structure and process must be adopted if learning is to 
occur.  
 
The notion of providing some structure leads to thoughts about the extent to which 
the curriculum might be student-led and to alternative pedagogies that encourage 
less control on behalf of the teacher and greater control by the learner, for example, 
problem-based learning. Critical reflection seems to increase the emphasis on what 
the learner does and their part in the ‘construction’ of meaning and although structure 
might be essential it must also be flexible enough to accommodate the needs of 
individual learners.  
 
The current popularity of learning outcomes might seem at first to be at odds with the 
process of critical reflection. However, Moon argues reflection is likely to involve a 
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conscious and stated purpose or an anticipated outcome. Identifying a number of 
‘outcomes’ that result from the reflective process, which include learning, knowledge, 
understanding, emotion, problem-solving, development and action as well as 
unexpected outcomes, she is persuasive that a learning outcomes approach can be 
integrated with other approaches that foster critically reflective processes. 
 
The Spiral Curriculum 
King and Kitchener (1994) maintain that reflection must be supported throughout the 
curriculum. Certainly, a factor that seems to gain some level of agreement is that 
reflection cannot be successfully bolted on to the curriculum, although this is 
frequently the approach that appears to be adopted (LTSN, 2004). Critical reflection 
requires higher order learning, which suggests a curriculum designed to foster depth 
of learning both across years and over the duration of the programme. My suggestion 
is that this points to a curriculum that recognises value in revisiting experiences, and 
building on less well-developed conceptions of knowledge and practice at later 
stages of the programme, which can be achieved by implementing a spiral curriculum 
approach. However, this might usefully be coupled with a constructive alignment 
approach to ensure that learning, teaching and assessment operate in harmony in 
fostering reflective capability.  
 
The term ‘spiral curriculum’ was originally coined by Bruner (1960) as a means of 
describing a curriculum based on an iterative revisiting of topics, subjects or themes 
throughout the course. Other curriculum designs use planned revisiting of topics, 
however, the spiral curriculum provides opportunity to deepening understanding; 
each encounter builds on the previous one so that the competence of students 
gradually develops without proving too overwhelming (Harden & Stamper, 1999). For 
instance, Harden et al (1999) advocate the use of the spiral curriculum approach as a 
means of helping students to engage with increasing complexity of medical education 
in its various phases, moving through learning about normal structure, function and 
behaviour to abnormal and transferring and building on and applying this knowledge 
in clinical practice and through on-the-job learning. 
 
 
 
Figure 2. The Spiral Curriculum (Adapted from Bruner, 1960) 
 
The spiral curriculum has been widely applied across a range of disciplines (Harden 
& Stamper, 1999) not least medical education in which it has been found to 
complement the much favoured outcome-based educational approach (Harden et al, 
Attitude
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1999). It is possible to see the ways in which the spiral curriculum might also provide 
a means of developing reflective capability, possibly by encouraging students to 
experiment with alternative models and frameworks and through the use of different 
reflection promoting strategies suited to different contexts and stages in their 
programme. Written reflections might provide the vehicle to enable students to record 
and subsequently revisit experiences so engaging in meta-reflection that might result 
in unintended outcomes, such as increased personal insight. This approach would 
necessitate forging connections across the entire course, spacing and sequencing 
experiences and adopting suitable pedagogies that structure and support this 
iterative process without detracting from a student-led approach.  
 
Constructive Alignment  
The concept of ‘constructive alignment’ (Biggs, 1996) has been widely embraced by 
the academic community. It is built on Shuell’s (1986) notion that curriculum 
components constitute a system in which ‘elements complement one another to form 
an integrated whole, creating a web of consistency that optimizes [students’] learning’ 
(Biggs, 1999, p. ix). When its ‘constructive’ and ‘alignment’ components are 
considered it is possible to see how it might be a useful adjunct to the spiral 
curriculum in terms of helping to foster critical reflection.  
The ‘constructive’ element of constructive alignment refers to what the learner does, 
which is to construct meaning through relevant learning activities. Biggs builds on the 
work of Tyler who argues that learning takes place through the active behaviour of 
the student: it is what he does that he learns [sic.], not what the teacher does’. This 
ideology supports the constructivist view of learning consistent with the underpinning 
philosophy of critical reflection. On the other hand, the lecturer’s role is to ensure that 
‘alignment’ occurs, which involves establishing a learning environment that supports 
the learning activities appropriate to achieving the desired learning outcomes. 
Alignment is dependent on consideration being given to establishing clear learning 
outcomes, teaching methods, assessment procedures, a climate conducive to 
student/teacher interaction and a supportive institutional climate (Biggs, 1996). 
Constructive alignment conjures up an image of learning that is largely prescribed 
and indeed Biggs maintains that ‘the learner is in a sense ‘trapped’ and finds it 
difficult to escape without learning what is intended should be learned’(Biggs, 2003, 
p. 2) because alignment has been achieved’.  
 
This idea of the learner being ‘cornered’ into learning might be potentially challenging 
to those interested in promoting critical reflection and open to the possibility of it 
leading to unintended outcomes. Indeed, Tate (2004) argues that critical reflection is 
at odds with an outcome orientated approach because it is associated with process, 
which a learning outcomes approach is not. This is possibly one of the greatest 
challenges in combining the two approaches especially with respect to the nature of 
assessment which would need to be robust enough to capture both the product and 
outcome of teaching and learning.  
 
The emphasis that a constructive alignment approach puts on learning outcomes is 
in fact at the heart of much of the critique of Biggs’ work, which focuses on the 
potential for reductionism, narrowly focused predictable learning outcomes, lack of 
scope to recognise unintended learning outcomes and ‘the death of originality and 
serendipity’ (Jervis & Jervis, 2005, p.4).  
 
A recent analysis of the use of learning outcomes in higher education (Hussey & 
Smith, 2008) dispels their use at module or programme level but acknowledges 
relevance in more focused teaching and learning events, provided that there is 
acceptance that they are employed flexibly and cannot be stated precisely. Hussey 
and Smith (2008) highlight how some learning outcomes are emergent rather than 
intended and advocate that teachers employ a ‘corridor of tolerance’ to allow for 
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departures and to capture ‘learning moments’. In agreement with Biggs, they 
advocate that whilst it is not unreasonable to suggest that we must have a clear idea 
about what we want students to learn, they suggest that this should not be 
interpreted too narrowly. Developing the notion of ‘learning moments’ further one 
might argue in favour of ‘open ended’ learning outcomes as distinct from ‘unintended 
outcomes’ in response to the increasing call for personalised learning that can then 
be applied to practice. Personalised learning and ‘open outcomes’ sit comfortably 
with the notion of critical reflection, and, in fact, have the potential to change 
perceptions of the applicability and usefulness of reflection in the contemporary 
workplace.  
 
Conclusions 
This chapter has attempted to encourage academics to think at a curriculum design 
level about the ways in which they can promote reflective learning, teaching and 
assessment and so see benefit in considering them as an entity or as Biggs (2002) 
suggests, as a ‘system’. I acknowledge that advocating that academics should 
embrace the notion of constructive alignment is potentially contentious in the context 
of developing students’ reflective capability, nonetheless I argue that it might 
encourage academics to think more formally about making the links that seem to be 
so often missing. Furthermore, combining a constructive alignment philosophy with a 
spiral curriculum approach might seem incongruent. However, I believe that together 
they can potentially enable the development of reflective capability because they are 
both underpinned by the notion of broadly uni-directional progress towards a goal.  
 
The dynamic underpinning constructive alignment tends to feel rather linear in 
nature, although in practice the ‘connections’ which need to be made between 
reflective learning, teaching and assessment are likely to be far from linear. The 
spiral curriculum allows for a more tortuous or meandering route through a 
programme and accepts as given the cyclical and iterative nature of the learning 
experience but both lend themselves to achieving an end goal that might incorporate 
specified learning outcomes as well as other outcomes that could not have been 
foreseen. If as Hussey and Smith (2008) advocate we accept that learning outcomes 
are flexible and that ‘learning moments’ might lead to emergent or open ended 
outcomes I see no reason why they cannot be deemed to provide a means of 
structuring critical reflection in a positive way. Combining the two curricula 
approaches will not be without its challenges in practice, not least being to persuade 
students and staff to think in terms of more flexible learning outcomes and revisiting 
topics, subjects or themes throughout the course, which is often perceived negatively 
as repetition. However, overcoming such challenges could potentially benefits 
students in producing a curriculum that is responsive to a wider range of learning 
styles and personalised learning. 
 
These suggestions are of course speculative in that they have not been formally tried 
out in practice. However, I suspect that like myself, others will be able to identify with 
aspects of the issues discussed that have already been tried out in the context of 
their own teaching. Next time the opportunity arises to design or redesign a 
programme I recommend considering going back to contemplate the fundamentals of 
curriculum design.  
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Abstract 
Reflection is still a topic of much debate due to diverse troublesome factors related to 
the practice of reflection, and the developing and assessing of it. There is a link 
between the purpose of a particular reflective activity and its value. Reflection can, 
therefore, only be evaluated when the evaluation is framed within the purpose or 
context of the activity. Features of differing purposes and related differing perceptions 
of value are presented with the strong link between the purpose and value 
demonstrated. This scholarly paper will be of interest to academic staff and 
curriculum developers interested in the teaching, assessing or use of reflective 
practice. 
 
Keywords  
Reflection, purpose, value, evaluation 
 
Introduction 
Reflection as a topic on academic curricula has now been accepted for a while, so 
much so, that Saltiel (2006) refers to it as ‘the new orthodoxy’. Nevertheless, despite 
Saltiel’s belief that it is often used uncritically, there is contention in respect of how it 
is taught, how it is assessed (Sumison and Fleet 1996) and how much curriculum 
time should be given to it, all of which give rise to critical consideration of reflection. 
These areas of contention arise not from a disinterest or distrust of reflection but 
more usually from a passion and enthusiasm for it which generates a desire to 
engage with reflection appropriately. In this paper, reflection is understood to be 
consistent with the Boud et al (1985) definition as ‘an active process of exploration 
and discovery’ that ‘turns experience into learning’ (p7). The mode of reflective 
activity under discussion is that of reflective writing where the writing is the 
expression of the reflection and may be part of the ‘active exploration’ or may be the 
medium by which reflection is demonstrated. 
 
The link between purpose and value 
Reflection in education, despite the length of its existence, appears to be in the 
teenage years of its maturation: no longer infantile, full of potential, yet still 
troublesome. In order to engage meaningfully in discussions about reflection, it is 
important to understand the context in which it is being used and the purpose that it 
is hoped will be achieved. Once the purpose has been defined the value can then be 
judged. This paper is not a justification for reflection being a valuable skill or tool 
(speculatively, readers of this paper are likely to already value reflection), rather it is 
a proposal that the value of reflection, and of different modes of reflection, will 
change with the purpose or context. The value might be judged as the value of that 
particular purpose within a curriculum, or the value of approaching the topic in this 
particular way, or the value of assessing in a particular way - or not at all. 
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Once it is understood that both the purpose and context are changeable then it can 
be seen that any discussions about reflection need to be given the framework of the 
purpose or context in order to give those discussions focus and direction. In this 
respect the discussions can become constructively aligned (Biggs 2003) because the 
purpose will shape a particular mode of delivery or indicate what elements of 
reflection will be most valued at that point. Purpose and value are inextricably linked, 
starting with whether one values a particular purpose or not, and values change in 
different contexts. One of the definitions of value is ‘the ability of a thing to serve a 
purpose’ (Allen 1991) thus, the very definition of value is linked to purpose. This idea 
that evaluating reflection should be linked to purpose is not new but neither does it 
appear prevalent at the coal face of teaching & learning. This paper considers some 
of the myriad of factors which act as variables in reflective activities. 
 
Purpose 
The enthusiasm for reflection has resulted in reflection being used for a range of 
differing purposes. Some of these differing purposes will now be considered. One 
overarching classification of these could be the difference between ‘for self’ and ‘for 
other’. When reflecting ‘for self’ the individual decides the purpose or outcome. When 
reflecting ‘for other’ the other might be a professional body, an educational 
establishment, or a clinical supervisor, for example.  Each of these 'others' will have 
their own purpose for asking for reflection. A professional body will require evidence 
of continued fitness to practice or some evidence of professional development and 
this development will be linked to the specific role of the practitioner. In Nursing, for 
example, the development must be relevant to the part of the professional register 
that the practitioner is on (Nursing and Midwifery Council 2008). In the example of 
clinical supervision, the supervisor requires the supervisee’s initial reflection to 
identify the element of clinical practice that the practitioner feels could be developed 
and then may use dialogical reflection (Clouder & Sellars 2004) to assist the 
developing of plans for clinical improvements. In the example of an educational 
establishment, the establishment will require evidence of fulfilment, or partial 
fulfilment, of the learning outcomes for a module or component of study. The 
categories of 'for self' and 'for other' are not mutually exclusive. Where the 
practitioner demonstrates a general professional requirement, such as fitness to 
practice, through reflecting on an area of practice of their own choice it could be said 
that there is overlap between reflecting ‘for self’ and reflecting ‘for other’. 
 
Another, more usual way of classifying different purposes, is to consider whether the 
purpose is seeking the outcomes of reflection or seeking the development of 
reflective skills per se. Is the outcome considered more important? Or is the process 
by which that outcome is arrived at considered the more important? Different 
perspectives on the event can lead to different values regarding whether process or 
outcome is the more valued. Fook et al (1997), in their study of social workers, 
observed that process skills were considered more important than outcome skills as 
markers of expertise in others. Saltiel (2006) found that social workers upheld this 
value for their own practice whilst their managers were more concerned with 
outcomes. In Saltiel's study, the social workers focused on process skills in their 
reflections. Clearly, the value that was given to processes shaped the content of the 
reflections; speculatively, managers may have valued more highly reflections which 
focused on outcomes. Tate (2004 p16) stated that reflective practice is about process 
and, therefore, it may be very challenging to those who are outcome orientated. 
Some academics appear more comfortable with outcomes than process since these 
are supposedly more tangible. Perhaps this perception of tangibility makes the 
assessment of such reflection appear more manageable. However, Hussey and 
Smith (2008) contend that learning outcomes are not necessarily measurable and 
may defy precise definition. 
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Hussey and Smith (2008) recognise that some learning outcomes are explicit while 
some are implicit.  When comparing reflections across different professional genres it 
can be seen that, although the aspirations for reflective practitioners may be the 
same or similar, there are differing professional values or assumptions that are often 
implicit within the genre rather than explicit (O’Rourke 2009) and which will shape the 
content of reflection in that genre. In this way, it is not only the purpose but the 
context that the specific purpose is expressed in which may need to be considered 
when deciding the value of a particular reflective activity. 
 
Value 
Value is a subjective term that changes with a variety of factors; the value of different 
aspects of reflection will vary according to a change in the purpose and according to 
the extent to which a reflection meets that purpose. The differing views on what 
purposes are considered valuable may be due to personal perspectives on a 
particular aspect of reflection given a particular context. In a financial economy, for 
example, the value of something is the price that someone is willing to pay for a 
commodity. In a learning economy it is the perceived worth of something. This worth 
can be perceived differently by different onlookers – by 'self' or by 'other'. The price, 
or cost, of reflection is often referred to in terms of the time cost involved. Hence, the 
worth or benefit of reflection can be weighed against the cost (time) that it involves. 
The worth of reflection might be measured in terms of ‘what’ benefit something will 
bring. Alternatively, it might be measured in terms of ‘how much’ benefit it will bring 
where the degree of benefit, the significance or importance that is attached to a 
particular outcome, is weighed in the balance. Ghaye (2007) suggests that the risk of 
reflection may also be weighed as a cost against the perceived benefit where risk 
might be the personal risk of disclosure, for instance. 
 
If value is subjective, who is doing the judging? The value might be measured by the 
practitioner or individual (self), or by the educational tutor (other), or the professional 
body (other). An individual may consider that the outcome of a reflection has high 
value and the educational establishment may, measuring against different criteria, 
value the same outcome differently. Furthermore, Hussey and Smith (2008) observe 
that beneficial and relevant learning may take place for the learner, which is valued 
by the tutor, even though it is not part of the stated explicit learning outcome for that 
task.  To consider another layer of complexity, even when the judging is being done 
by ‘other’ there may be differences of opinion on what is valued. It has been noted 
that markers’ individual values can affect their interpretation of a piece of work (see 
Chapter byToms). Exploration in light of theory and reference to literature might be 
given credit by one marker, while the depth of personal exploration and insight might 
be more highly valued by another marker.  
 
Samples of reflective writing published in professional journals show practitioners 
providing evidence of high levels of analysis and exploration of their experiences 
(e.g. Price 2004, Jones 2007). Analysing, judging and weighing up (evaluation) are 
certainly parts of good quality reflection but each can be demonstrated without the 
complete process of reflection necessarily taking place. This demonstrates that the 
process of reflection is being valued by some, rather than the outcome. Donaghy & 
Morss (2000) adopted a ‘process of physiotherapy’ model as a framework for guided 
reflection in their study; thus demonstrating their view that reflection is for the 
purpose of developing clinical reasoning skills (an outcome) rather than any other 
aspect or skill that contribute to professional practice; they value a specific use over a 
more flexible range of possibilities.  
 
Where the desired outcome for a particular reflective activity is the ability to reflect, 
rather than an outcome resulting from the reflection, this may be seen as a luxury 
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when the skills of reflection are competing with other outcomes to be made explicit 
on professional courses. It is typical, instead, for reflection to be used as a tool, to 
assist in demonstrating some other quality, rather than as an activity in its own right. 
This choice between developing the skills of reflection and developing the products of 
reflection may affect any decision on whether to formally assess the work or not. 
Nielson, Stragnell and Jester (2007) assert that reflection cannot be graded due to 
the need to maintain the trust between staff and students which is necessary for the 
developing of ability in reflection; they draw on the work of Fink (2003), Pierson 
(1998), and Ruth-Sahd (2003) to support this. However, they then go on to say that 
the content of the student’s reflection can be used as evidence of completion of 
course objectives. In order for this evidence to be satisfactory this presumes that 
some sort of assessment has to take place – if only that the evidence is satisfactory. 
Nevertheless, the given focus of the assignment is the development of a student’s 
abilities not the producing of a satisfactory outcome. This may lead to a conflict of 
values or it may challenge the idea that outcome is different and discrete from 
process by refuting a false duality which implies either/or when they are closely 
linked and intertwined. Brockbank and McGill (1998, p102) appear to accept the 
notion of duality when they advocate that an assessment strategy must ascertain that 
both process and outcome have taken place in the reflective learning. 
 
Contextual factors 
There are other factors which affect the character or form of reflection. These factors 
relate to the context of reflection rather than to its purpose. One contrast between the 
requirement of a professional body or clinical supervisor and the requirements of an 
educational establishment is in the degree of specificity of reflection, that is, to 
address any part of practice or to address pre-set outcomes. Using reflection for the 
purpose of demonstrating specific learning outcomes could be said to be ‘reflecting to 
order’. Here, the practitioner or student practitioner is undergoing experiential 
learning where they are determining what is ‘significant’ about a particular learning 
experience.  At the same time, they must seek out experiences that demonstrate a 
particular quality or skill and which may, or may not, coincide with what they consider 
most significant about their learning. Many health professions students reflect 'in 
order to pass' due to the requirement of many health care courses seeking to 
demonstrate specific learning outcomes through the mode of reflection. Moon (2004 
p184) suggests that the purpose or the reasons why people are reflecting will guide 
even which event is selected for writing about. This selection may not necessarily 
determine or restrict what an individual reflects on but will certainly influence what is 
reported as being reflected on; the public, declarative face of reflection.  
 
Moon (2004 p187) states that reflection is not straight forward; however, reflective 
writing often makes it look as though it is. Reflecting may not be a linear process; 
there are many models of reflection depicting a circular, spiral or iterative journey 
through the reflective process e.g. Boud (1985). Formal written accounts of reflection 
need to be linear although informal learning journals may take many forms and 
styles. These other, non-linear, styles may not be valued equally by all readers 
(O’Rouke 2008). So, the form in which the reflection is presented will also vary 
according to the purpose and according to what is valued. 
 
There is also the variable factor of which audience the reflection is intended for. This 
might affect which language, length, style or genre is utilized to express the 
reflection. The words might give a pithy, brief synopsis or extended exploration in 
creative prose. Which of these would be the more acceptable might depend on 
whether the discipline was creative writing (for example) or a professional culture 
where a ‘scientific style’ was the accepted norm. Donaghy and Morss (2000) stress 
the importance of contextualising reflection to each professional discipline, although 
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their argument relates to differences in professional processes rather than to 
professional style. 
 
The assessment of reflection continues to be of concern, not only due to some of the 
ethical issues which it raises (Ghaye 2007) but also due to the issues of trust, already 
mentioned, that are considered to decrease the student’s freedom to learn. Despite 
this, academic staff are assessing reflective assignments in one way or another and 
wrestling with the reliability of grading those (Williams et al 2000). This has led to the 
publication of several tools for use in assessing reflection, for example, Hatton & 
Smith (1995), Fund et al (2002) and Moon (2004). Whether a particular tool will be 
considered valuable will depend on the purpose or context in which it is to be used. 
As with all assessment tools, each of these tools concentrate on a particular aspect 
or outcome that is considered desirable; for example, Fund et al’s (2002) paper 
reports on a tool for the assessment of what is being reflected on rather than how 
good is the quality of reflection. Good is perhaps implicit in their aim of identifying the 
level of metacognition in their students’ work, however, even when the particular level 
of metacognition is identified, there is still the matter of degrees of performance to 
consider. Instead of debating whether it is more worthy to teach or more worthy to 
assess it is time to accept that reflection can be used for either and that when we 
teach reflection will have one shape and that when we assess reflection will have 
another shape. When reflection is used simultaneously for both teaching and 
assessment then the conflict remains, particularly if the same tool is used (McMullan 
2006). Then, there is an additional need to think about the relative weighting of each 
component (teaching or assessing) and to make transparent to the student the 
relative expectations between the two. 
 
Conclusion 
‘We reflect in order to learn or we learn as a result of reflecting.’ Moon (2004, p186); 
whether we set out to learn (using reflection) or set out to reflect (and from reflection 
learn), there are potential benefits for the individual. This paper has considered the 
multifactoral nature of the practice of reflection and the way in which the purpose or 
the context can affect the perceived value. The continued interest in the best way to 
use, promote or assess reflection can be enhanced by identifying the purpose or 
context that frames each discussion. In this way, the body of knowledge pertaining to 
reflective practice can be developed and matured. 
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Abstract 
Reflection is well developed in a number of the health professions, notably Nursing 
and the Allied Health Professions; in other areas such as health promotion and public 
health it is less well developed. In the context of Interprofessional education (IPE) it is 
important that students learn not only to reflect on their individual practice but also to 
collectively reflect on the work of the multi-professional teams of which they are a 
part. Facilitating such insights on reflection will be of importance for curriculum 
planners in both the individual subject and interprofessional contexts. This chapter 
therefore considers the teaching and assessment issues in reflective practice in IPE. 
It then outlines a Typology of Reflective Practice which permits multidisciplinary 
groups to focus on the domains of ‘self’, interpreted as either individual or the 
team/group; the ‘context’ within which multidisciplinary practice is enacted; and the 
‘process’ by which programmes of care and/or health improvement are delivered.  
The chapter concludes with an overview of the key issues. 
 
Introduction  
Education for the health professions has, over recent years, seen a much stronger 
focus on interprofessional education (IPE) (Hammick, et al, 2007). IPE has been 
defined as “occasions when two or more professions learn with, from and about each 
other to improve collaboration and the quality of care” (CAIPE, 1997 revised). The 
IPE curriculum can be delivered to eclectic groups of students drawn from 
programmes in the allied health professions, complementary therapies, dentistry, 
medicine, midwifery, nursing, pharmacy and social work. A more focused form of IPE 
is facilitated in programmes, particularly at masters level, that are delivered to multi-
professional groups of students who are educated together within a programme, e.g. 
in health promotion and public health. My own background is in teaching and 
facilitating IPE through programmes in health promotion and population health. The 
term IPE is used here as defined above and ‘multi-professional’ is used to describe 
the practice environments for which IPE is designed to prepare students through 
shared learning.  
 
The purpose of this chapter is to explore the capacity of IPE for reflective practice 
where it can enable students to explore practice within and beyond their own 
professional boundaries and thus engage in collaborative learning. The methods 
through which this shared learning can occur are considered in sections focusing on 
teaching and assessment. The need for structure and a shared understanding of 
reflection is explored through a Typology of Reflective Practice which has been 
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specifically developed for individual and shared reflection that results in enhanced 
insights and improved practice. The chapter concludes with a summary of 
observations as to how reflection in the interprofessional context can be developed. 
 
IPE, which is usually either work-based (e.g. placement) or embedded within 
University modules, has been shown to impact positively on professional 
relationships at and after qualification (Pollard et al, 2006). However, it must be 
recognised that in the broader sweep of practice, a body of evidence which confirms 
its overall adequacy is yet to be developed due to difficulties in undertaking 
evaluation (Barr, 2002; Zwarenstein et al, 2005; Reeves et al, 2008). This is 
particularly so once qualified students have dispersed into the workforce. In practice, 
however, IPE facilitates students to view their practice in its wider context, to 
appreciate the perspectives of other professionals, and to reflect on how 
interprofessional work can best be facilitated (Williams et al. 2008).  It can give focus 
to reflection and encourage flexibility in both autonomous and shared decision 
making. It also permits teachers to consider how reflective elements can be built into 
a wide range of curriculum strategies and how the assessment process can be used 
to most effectively promote the concept of reflection in IPE. 
 
Teaching Reflective Practice in the Context of IPE 
The teaching of reflective practice within individual professions has seen 
considerable development in recent decades (Tate and Sills, 2004) with a range of 
reflective models and strategies being employed (Kolb, 1984; Boud et al, 1985; 
Gibbs, 1988; Mezirow, 1991; Johns, 1995). Some professions, for example 
pharmacy and public health, have come more recently to formal reflective practice 
(Rees, 2004; Fleming, 2007a). While considerable attention has been paid to 
reflective practice in individual professional groups, less focus has been placed on 
reflection in IPE learning situations. IPE is, to state the obvious, complicated by the 
fact that it involves students with an eclectic range of professional backgrounds (Barr 
et al, 2005) and is facilitated by similarly eclectic groups of academic staff. An added 
complication is that students are often drawn from a range of professional 
programmes, sometimes from more than one institution. Each programme may have 
its own ethos, expectations, and perspectives on concepts such as reflection. 
Programmes may also have basic differences in paradigmatic origins (Clouder, 
2004), bringing together professions with widely differing communication styles 
(Lingard et al, 2002). This situation inevitably generates a need to seek agreement in 
taking forward the reflective aspects of learning in IPE. 
 
Achieving agreement as to the nature and structure of reflection itself may be both 
monological and dialogical in nature (Habermas, 1971). Each profession should be 
encouraged to value and enhance its own professional mores while developing 
sensitivity to the approaches of other professions. This may require teaching teams 
to model reflective practice to students through engaging in reflection on their own 
perspectives, both from their personal professional standpoint and also as facilitators 
of interprofessional learning (Schön, 1991; Johns, 1995).  
 
Assessment Issues in Multi-professional Reflection 
In addition to the need for agreement on the nature of reflection in the IPE context, 
there is also a need for clarity regarding its assessment. Indeed, it must be asked 
whether or not assessment in this context is necessary or appropriate (Benner, 1984; 
Nicklin and Kenworthy, 1995). One aspect of the debate centres on the extent to 
which exposure of personal reactions to, and perspectives of, people and systems 
should be subject to scrutiny and, through assessment, judgement by those not 
directly involved in the reflective process. Further, admitting the assessor into the 
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reflective process raises issues of compromised confidentiality in multi-professional 
team relationships.  
 
Given, however, that academic programmes require proof of attainment of learning 
outcomes, then assessment on reflection is inevitable, not least because assessment 
of reflective competence is embedded in the Health Subject Benchmark Statements 
(QAA, 2001) as well as in Professional, Statutory and Regulatory Body (PSRB) 
requirements. The key question which must then be asked is “What is being 
assessed?” Clarity on the nature of reflection in IPE should enable students to be 
assessed, both individually and/or in the group context, on their ability to reflect on 
their own role. This can include consideration of a range of issues such as role 
definition and boundaries, power and control within teams and organisations, 
interactions with, and reactions/responses to and of, patients/clients/populations. 
Furthermore, a specific focus may be adopted on the facilitating factors and barriers 
to effective collaboration among professional groups. Assessment here can thus 
involve reflection on beliefs, attitudes, values, interactions, decision making, methods 
of enquiry, and evaluation to name but a few of the potential avenues for exploration. 
A further element of assessment can focus on the process of students’ abilities to 
plan and engage in, and report on, the reflective process itself. 
Students can reflect on their individual and shared observations of the dynamics and 
outcomes of multi-professional team-working, insights into their own role in multi-
professional teams, and implications for their profession of the development of 
collaborative work across professional boundaries.  
Having decided on the focus of assessment, the next consideration is how 
assessment is to be effected. This may involve collaboratively assembled artefacts 
such as portfolios, reflective diaries, critical essays, posters and related 
presentations, blogs, wikis, prepared role plays or art work. To some extent, key 
factors will include the time available and the nature of the assessment task. Given 
that IPE is delivered in a shared learning space, then there is capacity for the 
assessment to be undertaken through teacher-, practitioner-, and peer-led 
assessment. Properly structured assessment can permit the transmission of 
structured, critical feedback which can, variously, challenge, reinforce and promote 
student insights and abilities for reflective practice. This is particularly so if feedback 
can be provided by assessors from differing professional backgrounds who bring a 
true multi-professional perspective. The use of practitioners can bring key insights on 
performance from the students’ practice involvement, particularly if this is 
contemporaneous and formative. Their involvement in terminal summative 
assessment may, however, inhibit students from giving full and honest reflective 
accounts. In the IPE context is also important that the criteria for marking and 
reporting are explicit from the outset as these may be different from the schemes 
which are used within individual programmes. 
 
A key issue is the timing of feedback, particularly if a single, terminal assessment 
point is created to give feedback on a reflective exercise which has involved a 
retrospective focus – reflection-on-action (Schön, 1991). There is the possibility that 
key weaknesses will be identified which cannot subsequently be altered. This 
therefore highlights the need for students to received feedback, usually formative, at 
a range of points in the reflective experience by teachers, practitioners and/or peers, 
which will be developmental and lead to a more crafted outcome. Peers are ‘there’ 
throughout the process and it has been shown that students can have realistic 
perceptions of their own abilities which can, in turn, enable them to provide rational 
judgements of their own work and therefore that of peers (Stefani, 1994).  
 
A further assessment issue focuses on the abilities of students to generate, where 
appropriate, reflective writing that is both coherent and critical.  Given the differing 
nature of the paradigmatic backgrounds of various professions, account may need to 
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be taken of different learning and assessment styles. The discursive and qualitative 
nature of reflection may prove a greater challenge within student groups less used to 
this style, particularly within an interprofessional mix where a group mark may be 
awarded. The form of assessed reflection therefore needs to be structured in a 
manner which recognises the strengths of each professional background. 
 
Using a reflective tool in IPE 
The challenges of introducing reflection in IPE have led to the development of a 
Typology of Reflective Practice. This is a relatively simple structure, designed to 
facilitate students, and indeed practitioners, to develop abilities in critical reflection 
(Fleming, 2007a; 2007b). This assists students to increase control over their practice 
at the individual and collective levels – an emancipating interest (Habermas, 1971; 
Fleming 2007b).  
 
The Typology was designed and developed primarily for work in health promotion 
where practice is often undertaken in the multi-professional context. The Typology 
therefore has relevance for IPE which teaches effective teamwork (McNair et al, 
2005) and reflection is understood as the ability to focus on specific issues in practice 
which impact on the personal and organisational contexts (Fleming, 2007a). Such a 
focus enables individuals and teams to contextualise, observe, analyse and learn, 
thus generating knowledge which enables consolidating/corrective/enhancing action 
to be taken which will lead to enhanced practice (Fleming, 2007a). This 
understanding also embodies the capacity to be not only reflective but also reflexive. 
“Reflexivity means that we constantly get evidence about how effective or worthwhile 
our actions are and we can change what we are doing according to the evidence of 
its value (Payne 2002: 127)”.  
 
 
Figure 1 A Conceptual Typology for Reflective Practice  
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The Typology is based on the concept of the ‘Ladder of Reflection’ where 
“Questioning, answering, advising, listening, demonstrating, observing, imitating, 
criticising…are chained together…so that one intervention or response can trigger or 
build on another (Schön, 1987: 114)”. It focuses on three reflective domains (see 
Figure 1), namely the ‘Self’, the ‘Context’ and the ‘Process’ of planning and delivery 
of programmes which can be multi-professional (Fleming, 2007a; 2007b). A bespoke 
Taxonomy of Reflective Questions can be created to facilitate reflection; this ensures 
optimal relevance in the reflective exercise. The time line at the base of the Typology 
indicates that reflection can be undertaken at any point from the pre-planning to post-
implementation phases of an intervention or programme. 
 
While the Typology can be used to undertake a comprehensive and sequential 
reflection of a specific intervention/programme, it can also be used to address issues 
within specific domains. Further, the connecting arrows indicate that reflection in one 
domain can generate questions which lead to reflection in other domains. In terms of 
assessment of reflection, it provides a useful framework against which the 
achievement of specific reflective learning outcomes can be assessed. Thus the 
nature of the development of reflective questions, the insight that has been gained in 
each of the reflective domains, the creativity that has been used to address questions 
and the quality of teamwork in the IPE context can all be assessed through teacher, 
practitioner, and peer assessment strategies. 
 
 
Developing Reflective Questions  
In order to effectively reflect on the domains of Self, Context and Process, students 
need to understand the underlying principles of the Taxonomy of Reflective 
Questions. This is not a fixed set of questions, but one which forms a tailored 
framework of enquiry for each individual reflective exercise. This encourages a team 
approach to agreeing appropriate questions. Small group participatory teaching 
strategies are useful here as they are key to interdisciplinary working (Elwyn et al, 
2000). While each teacher will have a specific approach to developing team working, 
the Typology provides a framework within which the ability to identify key issues, to 
prioritise these, and to formulate appropriate reflective questions can be developed. 
In this process students learn not only the dynamics of team-work and the art of 
questioning but also learn to reflect on how they represent their profession in a multi-
professional context. In the early stages of engagement in reflection in IPE, students 
may need guidance on the elements of reflective domains and assistance in 
observing and learning from the process of interprofessional working by providing an 
initial exemplar of reflective enquiry. 
 
 
Using the Domains of Reflection 
At the core of reflective practice is the self. In the multi-professional context, this can 
refer to the individual practitioner’s role or, collectively, to a team where the team 
dynamics and its interactions within the practice context are the subject of the 
reflection (Fleming, 2007a; 2007b). This reflective knowledge of self facilitates self-
ownership (Buchanan, 2006), can be generated through observation of self (Boutilier 
et al, 1997), and self-dialogue (Voegelin, 2000).   
Students also need to be aware that their practice, whether with individuals or with 
groups up to population level, is affected by the second reflective domain, namely the 
context of practice (see Figure 1); this included policy and strategic planning. 
Reflection on policy has been extant in a range of contexts (Rein and Schön, 1991). 
Students need to be critically reflective of not only the practice of individual 
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professions but also multi-professional teams. Here key policy issues at the national, 
regional, and/or local levels can provide a focus for reflection on how practice can be 
affected by external drivers. Policy and strategic initiatives generated by individual 
PSRBs can be compared to demonstrate the contribution that each profession brings 
to the multi-professional context. Thus in management and professional practice 
modules, students can reflect on how policy and local strategy can determine 
professional roles and resource distribution for, and within, multi-professional teams. 
 
Other underpinning considerations in context include the ability to analyse and learn 
from the theoretical, ethical and values base of professions (Downey et al, 1996; 
Guttmann, 2000) and values in the wider society (Tuckett, 1976). Reflection on the 
theoretical context may, for instance, highlight the tension between holistic and 
biomedical perspectives of health (Glouberman and Millar, 2003; Seedhouse, 1997). 
Consideration of the wider social determinants of health as a fundamental approach 
to professional practice in some professional domains, e.g. health promotion (Barclay 
and Fleming, 2003), may challenge the sickness/wellness dialectic which may be 
observed in professions with a more curative perspective.   
 
Reflecting on the third reflective domain, the process of multi-professional team 
working (see Figure 1), is a key element of practice development (Harvey et al, 
2002). It enables students to reflect on how an outcome is/was achieved and whether 
or not the most appropriate approaches have been adopted (Fleming, 2007b). Key 
areas for questioning here include the dynamics of partnership in teams and/or in 
multi-agency working and the management of differences/conflicts. Reflection on 
process can identify issues in planning and delivery of plans/programmes and 
observation of the theory-practice interface.  
 
A key issue in the reflection on process is the role to be played by the professionals 
with whom students may have contact in undertaking the reflective exercise (Reeves, 
et al, 2002). Critical reflection may involve comment on the ‘service’ environment. 
Observations of professional practice can, if not reflected on sensitively, be 
construed as ‘criticism’ of individuals, teams and organisations; this may strain 
relationships between the practice and education settings. It is imperative that the 
parameters for reporting are agreed in terms of how practice situations are 
anonymised, how students reflect on their own roles and the roles of qualified staff in 
their multi-professional experience.  
 
 
The Timing of Reflection 
The time line at the base of the Typology (see Figure 1) indicates that reflection can 
take place at any point from pre-planning to post-intervention. Reflective practice can 
be engaged in before the planning and implementation phase through anticipatory 
reflection (Van Manen, 1991), intermittently or continuously practiced during 
implementation/delivery  through reflection-in-action and on completion of the action 
through reflection-on-action (Schön, 1991). The hatched connecting lines indicate 
that reflection in any of the domains may lead to a re-visiting of any of the other 
domains for further reflection in that area.  
 
 
Conclusion  
Learning in the IPE context is an important element of preparation for professional 
lives that will be spent working in multi-professional teams, whether in addressing the 
healthcare needs of individuals or engaging in the promotion of the health of 
populations. A structured, yet flexible, approach to enabling students to reflect, both 
individually and collaboratively, on their interprofessional learning experiences should 
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involve critical analysis of their own perspectives as well as the contextual and 
process issues in practice. This form of multi-professional reflection requires the 
ability to engage in group processes which identify the topics for reflection, the 
questions which need to be asked and the manner in which they should be 
addressed and reported. Assessment of reflective exercises requires teaching teams 
to decide on the balance of formative and summative assessment as well as drawing 
on the most effective balance of teacher, practitioner and peer involvement in 
assessment. Overall, the use of an instrument such as the Typology of Reflective 
Practice can assist in navigating the complexities of facilitating multi-professional 
reflection at all levels in higher education.  There is a need for a greater emphasis on 
evaluation of such facilitation across a range of settings.  
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Chapter Four 
 
Teacher educators’ perspectives on the 
meaning and most effective strategies to 
develop reflective practice among initial teacher 
trainees 
 
Dr Codra Theresa Gombera Kupara-Spencer 
University of Derby 
 
Abstract 
This chapter reports part of the findings of a research study carried out for a doctoral 
degree, which explored the meaning of reflective practice and effective strategies for 
developing and assessing reflective skills in teacher education through a Delphic 
Enquiry. Drawing on the results from doctoral research, seven strategies including 
case studies, reflective journals, lesson evaluation, evaluation of self and others 
during peer teaching activities, weekly annotated agendas, post-lesson 
discussion/debriefing sessions and reflections on taught lectures were identified as 
most effective in supporting initial teacher trainees develop reflective skills. The 
strengths and weaknesses of these strategies were discussed in Round Two. 
Comments were provided on the strengths and weaknesses in Round Three. Finally 
the strategies were ranked on a five-point Lickert scale and case studies (32 points) 
were ranked highest followed by reflective journals (31 points), lesson evaluations 
(30 points) and evaluation of self and others during peer teaching (30 points). The 
difference between case studies and reflections on taught lectures, which was rated 
least effective, was 17 points. It is hoped that professionals in other learning 
institutions other than teacher education will find these strategies useful in developing 
reflective practice.  
 
Keywords 
Strategies, case studies, reflective journals. 
 
Introduction 
Several studies have reported enthusiasm among teacher educators using different 
reflective strategies to encourage critical reflection from pre-service teachers. For 
example, reflective journals (Kerka, 1996; Beattie, 1997; Moon, 1999; Boud, 2001; 
Bain et. al., 2002), self and peer assessment (Gore & Bartlett, 1988), professional 
development portfolios (Hurst et al, 1998), clinical supervision (Zeichner, & Liston, 
1987) and mentoring (Moran and Dallat, 1995) are commonly used in teacher 
education programmes as vehicles for critical reflection and the development of 
professional knowledge.  
 
These strategies focus on encouraging initial teacher trainees to be more aware of 
what they do, how they do it, why they do it, and for them to be able to identify useful 
problem solving strategies, as well as recognising their own strengths and 
weaknesses with regard to their understanding of content knowledge, procedures 
and practical skill development and application. However, it is not well established 
which of these strategies may be better than another in developing critical reflective 
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skills among initial teacher trainees. It is also important to consider that reflection is 
not a skill, which most initial teacher trainees bring with them when they begin the 
profession. In fact highly experienced teachers may be novices at reflective practice. 
Therefore this study was set up to explore the strategies teacher educators found 
most effective in supporting initial teacher trainees to develop reflective practice.    
 
The annotated bibliography for this study looked at the relationship between different 
orientations of action research and reflective practice. The analysis of the action 
research literature revealed that goals such as reflective practice enhance change 
and improvement. The ways in which the reflective inquiry processes within action 
research are framed and interpreted, however, relate to the underpinning 
epistemology of the action research model being employed. Whether, for example, 
the goal is for teachers to become more effective or efficient or empowered. For the 
purpose of the study, reflective practice was considered at the level where the initial 
teacher trainees were supported to engage in continued knowledge development in 
their understanding of classroom events, theorizing about their practice as a form of 
empowerment. This view eventually moves reflective practice towards action 
research. 
 
Methodology 
The study adopted the ‘Classical’ Delphi approach (van Zolingen and Klaassen, 
2003), which is characterised by five features, namely: anonymity, iteration, 
controlled feedback, statistical group response and stability in responses among 
those with expertise on specific issues. Bowles (1999; 32) defines Delphi ‘as a 
multiple iteration survey technique that enables anonymous, systematic refinement of 
expert opinion with the aim of arriving at a combined or consensual position’. 
 
The rationale for utilization of the Delphi Enquiry in this study was based on the need 
to effectively engage with a diversity of teacher educators spread over significant 
geographical locations, in order to elicit input, and to the extent possible, gain 
consensus on the most effective strategies for developing reflective practice. The 
Delphic group comprised of nine teacher educators from different universities in 
England (N=3), Scotland (N=1), South Africa (N=3) and Zimbabwe (N=2) who had 
more than four years experience in teacher education and had research interests in 
reflective practice.   
 
Ethical standards were maintained throughout the process. At the initial stage, each 
participant completed a consent form, which included information about the purpose 
of the research, expected duration and procedures, their right to decline to participate 
and to withdraw from the research once participation had begun, prospective 
research benefits, limits of confidentiality and an opportunity for prospective 
participants to ask questions and receive answers. The group interaction was 
anonymous, as the participants did not meet face to face during the Delphic enquiry 
yet participated in an interactive group process.  
All the communication for the Delphi enquiry process was through e-mail. The Delphi 
enquiry began as soon as the target list of participants was obtained and the 
questionnaire review was finished. A series of three questionnaires were completed 
during the process, where information and results were fed back to panel members 
between each round. The responses from each round were analysed and used to 
design the questionnaire for the subsequent rounds and to obtain the final results. 
Deadlines were set for the return of the questionnaires. 
 
In Round 1 the participants generated ideas independently, answering the questions 
on the meaning and effective strategies to support and assess reflective practice 
among initial teacher trainees and returned the questionnaires by the due date. The 
data was recorded exactly as it was provided within moments of being submitted. 
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Confidentiality during the process was an important aspect when reporting the results 
back to the participants. Comments, forecasts, and the like were not identified 
according to their originator but were presented to the group in such a way as to 
suppress any identification.  
 
In Round 2, the responses provided in Round 1 were fed back to the participants with 
a request for them to review the responses and state whether they agreed or 
disagreed with the definitions and strategies and to write brief comments or questions 
about each definition, and strengths or weaknesses for the strategies. In Round 3, 
the participants were asked to refine the ideas presented in Round 1 by clarifying 
where necessary, in light of the comments and questions made in Round 2 and to list 
any new ideas and strategies for developing and assessing reflective practice at the 
end of each meaning. 
 
Finally, a Lickert-type scale was used to rate the responses from Round 3 and mean 
scores were used to obtain a consensus. The use of descriptive statistics to analyse 
the data called for a combination of quantitative and qualitative methodologies by 
incorporating the principles of numerical data into word-based data. While the whole 
process of Delphi is likely to yield useful data, it is difficult to argue for the accuracy 
and reliability of a method that has judgment and opinion as its basis. The results of 
Delphi studies were not intended to produce statistically significant results. The 
number of respondents was small, therefore the results provided by the panel of 
teacher educators do not predict the response of a larger population or even a 
different Delphi panel. They only represent the synthesis of opinion of this particular 
group, no more, no less.  
 
What do the teacher educators say about reflective practice in 
initial teacher education? 
The teacher educators clearly stated that reflective practice is a cognitive process 
and an open perspective that involves the pre-service teachers taking a deliberate 
pause to examine beliefs, goals and practices in order to gain new or deeper 
understanding that leads to professional growth. They agreed that:   
 
‘reflective practice is a process of analysing, questioning, theorising, 
critiquing and reformulating instructional practice and involves an 
understanding of various pedagogical theories and a commitment to 
personal and professional growth’. 
 
Five main ideas came up from the comments contributed by the teacher educators 
on the meaning of reflective practice. Firstly, the teacher educators clearly stated that 
reflective practice is done for a purpose, that is, it must be linked to action, and if not, 
the initial teacher trainees are simply reflecting for the sake of reflecting and not 
using their new knowledge to develop their own professional practice. It is not ‘only 
reviewing one’s actions or thinking critically about one’s action’ or ‘a combination of 
any reflective practice models’ like other teacher educators had said in their 
definitions but rather, it is a higher-order, conscious thought process, which centres 
on ways of responding to problem situations.  
 
Secondly, the teacher educators contend that that reflective practice involves the 
cognitive processes of both ‘problem finding’ and ‘problem solving’ and explained 
that the initial teacher trainees take time to revisit their experiences and process them 
from a number of different perspectives before drawing conclusions. This perspective 
acknowledges Dewey’s (1933) purpose of reflective practice, which is concerned with 
the actions taken by the teacher, the process of arriving at these decisions and the 
various consequences and outcomes of those decisions.  
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Thirdly, the decision making process which the initial teacher trainees go through 
leads to a change in behaviour or practice, which the teacher educators described as 
an important outcome of the process of reflective practice. The teacher educators 
expressed that understanding more about one’s practice through reflection and 
examining why certain interventions are used, and in what situations, the initial 
teacher trainees can extend their personal and professional knowledge making the 
process of reflection more than just simply self-assessment about practice or lesson 
evaluation. They all agreed that through self-assessment or lesson evaluation, the 
initial teacher trainees ‘analyse, question, theorise, critique and change the 
underlying beliefs and assumptions about the theories-in-use, which directly 
influence their actions’. This corresponds with Osterman and Kottkamp’s (2004, p. 
16) recommendation that the initial teacher trainees should engage in reflective 
practice with the aim of being self-critical in order to encourage self-transformation. 
 
The fourth idea linked to change in behaviour or practice is an understanding of 
various pedagogical theories. Through reflection, initial teacher trainees are meant to 
draw repeatedly on the knowledge provided by reflection on their everyday teaching, 
to seek insights from their experience of implementing specific classroom techniques 
and procedures. In so doing, the initial teacher trainees re-assess their pedagogical 
practices and assumptions, and gradually develop their own practice. Critical thinking 
uses the analytic process of reflection to extract deeper meaning from experiences, 
therefore they make sense of and extract meaning from the lessons they teach in 
order to improve their teaching (Loughran, 1996, p14). It also allows the initial 
teacher trainees to draw conclusions about their past experience and develop new 
insights that they can apply to future activities. Therefore a commitment to self-
enquiry and a readiness to change practice are important if the individual is to get the 
most out of the reflective process. Indeed, a willingness to change practice relates to 
the last stage of many models of reflection where new conceptual perspectives are 
reached in order to inform practice. If the pre-service teachers are not willing to 
change practice they will not gain potential benefits from the process in terms of 
professional development (Gillings, 2000). 
 
Finally, the teacher educators considered reflective practice to be a life-long process, 
which fosters self-directed learning - a situation of learning leading to professional 
growth because such reflection involves critical thinking. Reflecting on one's 
teaching, and, in the process, developing knowledge and theories of teaching, is ‘an 
essential component’ in the lifelong process of professional growth. From a 
constructivist perspective, it is vital that pre-service teachers are not only stimulated 
to reflect, but that they learn to master the process of reflection and take 
responsibility for personal growth. Indeed, reflective practice is about empowering 
pre-service teachers to take charge of their classrooms and their own professional 
growth and can be a beneficial form of professional development at the pre-service 
levels of teaching. 
 
What do teacher educators say about the strategies they use 
to support initial teacher trainees develop reflective practice? 
The teacher educators’ views on developing reflective practice among initial teacher 
trainees support the constructivist perspective of learning, where the initial teacher 
trainees actively construct meaning from learning experiences as opposed to 
recalling facts. The comments made on the different strategies reflected that the 
initial teacher trainees are required to adopt an active role in the learning process, 
making sense of new knowledge and deciding how to integrate it with previous held 
concepts and information. The majority of them clearly stressed the need for teacher 
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educators to provide the initial teacher trainees with ample opportunities to discuss or 
explain and evaluate teaching episodes in a problem-centred learning context.   
 
Several ideas came up that I support for the case studies. Most of the teacher 
educators particularly liked the use of video case studies, which provide visual 
evidence of a particular case to be studied for example a classroom scenario that 
has direct relevance to teaching and learning. They clearly pointed out that ‘reflection 
is not about broad generalizations on what works but that initial teacher trainees have 
to reflect on a particular case’. Therefore, the video case study scenarios help the 
initial teacher trainees to understand the concepts taught by ‘focusing on a case 
study as they could attend to contextual factors, which helps the initial teacher 
trainees to ‘connect’ and ‘see’ theory to and in practice’.  
 
Furthermore the teacher educators also agreed that the common use of video case 
studies is to develop the initial teacher trainees’ ability for ‘reflection-in-action’ and 
‘reflection-on-action’. The video case study helps the initial teacher trainees to ‘think 
professionally about concrete classroom experience’. As they analyse the case 
study, they may start thinking about the problems they may face during the teaching 
episode and begin to consider questions that they actually think about in such a 
situation. It is important to consider that the best video case study will not affect 
teaching unless the initial teacher trainees not only observe the video but also 
develop an understanding of how to reflect on their practice and the practice of 
others. Therefore teacher educators need to encourage initial teacher trainees to 
learn the intentions, thoughts and reflections of the key characters of the 
demonstrated practice, particularly those of the teachers and the students. 
 
However, some of the teacher educators noted that the initial teacher trainees would 
not benefit from case studies to improve their practice if they have not reached the 
necessary level to analyse case studies critically. The teacher educators clearly 
suggested that their role should be that of a facilitator when using video case studies 
for their teaching. In order to perform this role, the teacher educators need to be 
knowledgeable of general theories in learning and teaching to enable them to direct 
the pre-service teachers in making meaning out of the case study provided, that is, 
helping them to change the focus from the ‘how’ of teaching to the ‘why’ of student 
learning as they engage in the analysis of the case at hand. Without being familiar 
with general theories and the range of possible practice, case-based teaching can 
become too closed in terms of the set alternative practices that can inform teaching 
and learning. 
 
Reflective Journals 
The teacher educators expressed their concern about how the initial teacher trainees’ 
view reflective journals. They stated that most initial teacher trainees do not 
recognise the reflective journal as a great learning tool through which one can reflect 
on one’s experience and grow as a fledgling teacher. The initial teacher trainees are 
often overwhelmed by the thought that reflecting upon all their experiences and 
matching these to theory is a cumbersome and time consuming task. 
 
Some of the teacher educators pointed out that writing reflectively is not easy, and, 
particularly, that reflections do not merely describe what happened but also indicate 
the learning points from each piece of evidence and the anticipated impact on 
learning and teaching. The difficulty, of course, is the sophisticated and subtle 
problem of how the pre-service teachers extract meaning from experience. 
 
Despite all these problems all the teacher educators agreed that reflective journals 
are helpful in the reflective process as they make explicit the direct link between 
theory and practice, particularly that the journal writing is related to the learning 
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experiences gained from their teaching and learning. The teacher educators agreed 
that the time and effort the pre-service teachers put into journal writing when they are 
training has the potential to improve their effectiveness as teachers and to 
substantially decrease problems, concerns or issues in their first year of teaching. 
The teacher educators agreed that careful and ongoing support and feedback should 
be offered to help initial teacher trainees find journal writing more inspiring and 
rewarding. 
 
Lesson evaluation 
The majority of the teacher educators agreed that lesson evaluations make the 
reflective process clearer when sufficient guidance is given on how lesson evaluation 
should be done and helps pre-service teachers scrutinize their teaching in ways that 
enable them to diagnose the strengths and weaknesses of their practice with a view 
to improving future lessons. 
 
It was quite evident from the teacher educators’ comments that the initial teacher 
trainees need sufficient guidance on how to evaluate their lessons reflectively. They 
noted that the teacher educators could encourage the initial teacher trainees to make 
qualitative observations and judgements about the quality of teaching in relation to 
set criteria when analysing case stdies. For example, a problem-solving approach 
could be used to guide the initial teacher trainees to analyse the classroom episodes 
in video case studies in order to reflect on learning theories as they assess each part 
of the video case study.  
 
The teacher educators stated that the problem-solving approach could help the initial 
teacher trainees make sense of the complexity of the classroom and focus their 
attention on those instructional behaviours that had a positive effect on student 
learning. Using this approach, the initial teacher trainees critically evaluate their 
lessons ‘looking at how the objectives of the lesson were achieved, what worked well 
and what did not, and what strategies might be tried next time’ thereby ‘making the 
reflective process explicit’.  
 
The teacher educators also noted that by reviewing a lesson after it has been taught, 
the initial teacher trainees can learn to reflect not only on the expected outcomes, 
that is those identifiable before the process, but also on the unexpected. As such 
they need to create an observational record and describe the results of the action to 
improve their lessons. The reflective journal writings could assist the reflective 
process in lesson evaluation. Writing about what they have done and what they have 
learnt from their teaching experiences disciplines initial teacher trainees to become 
more thoughtful, reflective and analytic.     
 
Evaluation of self and others during peer teaching activities 
The teacher educators stated that the evaluation part of the peer teaching activities is 
most effective in developing reflective practice as this strategy is based on 
accountability to the members of the group. The self-critical reflections enable initial 
teacher trainees to review and suggest ways of improving their practice, being guided 
to gain deeper understanding of how they have taught or presented their lessons. 
 
However the reflective process could be limited if course tutors do not provide 
adequate frameworks to guide the peers in the group in what to look for. The 
evaluation could also be threatening and, thereby, counter to learning. This risk 
becomes an issue to consider in reflective practice. Additionally some of the teacher 
educators indicated that they find this strategy time consuming and they can also 
face managerial or organizational challenges. 
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Self and peer critical reflection are an essential part of the learning process because 
it often results in the initial teacher trainees making ‘qualitative observation and 
making judgements about the quality of their work and each other’s work in relation 
to the set criteria’. This means that they can generate new ideas and concepts based 
on the feedback from the peers’ varied viewpoints, thereby making sense of and 
extracting meaning from their lessons.  
 
It is unfortunate that some of the teacher educators find this strategy time consuming 
and also presenting managerial or organisational challenges, as the initial teacher 
trainees need to be guided through the reflective process. It is true that adequate 
time and proper organisation is required on both the teacher educator and the initial 
teacher trainees’ part in preparation for the peer teaching activities but it pays in the 
end if it is properly done.  
 
Conclusion 
The ideas shared by the teacher educators in this study showed a clear indication 
that teacher educators now take account of how initial teacher trainees learn and the 
learning requirements of professional practice for which they are being prepared. 
Initial teacher trainees are now required to adopt an active role in the learning 
process, making sense of new knowledge and deciding how to integrate it with 
previous held concepts and information. Therefore the initial teacher education 
programmes should be designed in such a way that pre-service teachers are 
adequately supported to develop reflective practice ensuring that opportunities are 
provided for them to examine beliefs, goals and practices in order to gain new or 
deeper understanding of practice that leads to professional growth and development.  
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Abstract 
This chapter contributes to debate about how to teach reflective writing by exploring 
the importance of disciplinary conventions and the value of writing exercises.  It 
suggests how to integrate reflective writing tasks into undergraduate courses to 
promote students’ self-belief, and impact positively on their professional 
development.  Discussion focuses on the disciplinarity of reflective practice and the 
importance of tailoring writing tasks to these requirements.  The benefits of explicit 
instruction are outlined, including the promotion of students’ confidence as scholars 
and success as reflective practitioners.  The aim of this chapter is to advance 
understanding of how to impact positively on students’ professional development by 
integrating explicit writing instruction into module curricula, and it complements Toms’ 
chapter, which is a Case Study of a WiD initiative in Physiotherapy at Coventry 
University.   
 
Keywords  
Academic writing, Writing in the Disciplines (WiD), writing pedagogy.  
 
Introduction  
As part of a dynamic team at Coventry University’s Centre for Academic Writing 
(CAW) I lead ‘Writing in the Disciplines’ (WiD) initiatives which raise the profile of 
discipline-based writing conventions.  This work is at once curriculum development 
benefiting students, and professional development benefiting academic staff.  As 
Monroe points out, writing is a ‘complex, heterogeneous activity’ that is ‘integral to 
thinking’ (Monroe  2003: xiii), and explicit instruction in writing strategies can support 
students as they develop competency as reflective practitioners in their chosen 
disciplines.   
 
At Coventry University, CAW represents a relatively small team of writing specialists 
who serve the whole Institution, so we need to maximise the impacts of each 
collaborative teaching intervention in the disciplines.  As Toms’ Case Study of 
Reflective Practice in Physiotherapy at Coventry University reveals, WiD 
collaborations bring together subject specialists with writing specialists, combining 
the authority to teach disciplinary content with attention to writing instruction.  WiD is 
based on partnership between disciplinary academics and writing specialists with the 
aim of instructing students about the discourses they should master to succeed 
academically and professionally.   
 
Together, academics examine aspects of the writing culture within a discipline and 
design ways of enhancing students’ opportunities to practice and acquire a range of 
capabilities, including reflective writing.  As Bean explains, integrating ‘writing and 
other critical thinking activities into a course increases students’ learning while 
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teaching them thinking skills’ (Bean 2001: 1), which is essential for fostering students’ 
reflective practice.   
 
Academics acknowledge that writing is distinct in disciplinary contexts, and reflective 
writing is particularly diverse in different subject settings (WAC Clearing House 
2008).  In some disciplines, reflective writing strategies are taught explicitly using 
clear models, whilst in other areas students are expected to discover ways of 
expressing their thoughts independently.  In some disciplinary contexts reflection is 
routinely assessed, whilst in other contexts academics feel that summative 
assessment is problematic because students divulge personal data in reflective 
pieces.  Whatever the disciplinary stance or an individual tutor’s perspective, explicit 
tuition can enhance the learning process and help students to develop strengths as 
reflective practitioners.  
 
Teaching Writing Strategies 
There are many ways of strengthening students’ reflective writing by teaching them 
strategies for articulating and ordering ideas in response to specific tasks and written 
assessments.  When writing strategies are taught explicitly students are often more 
able to crystallise their learning within assignments whilst detailing the thought 
processes they have undergone as they reflect.  Without targeted guidance on 
writing for formative or summative assessment, students are less likely to fulfil 
marking criteria and meet their course objectives.  Although the range of techniques 
from which reflective writers can choose is vast, three strategies have been chosen 
for discussion in this chapter to help students convey the insights gained from 
reflection.   
 
Emphasis 
By emphasising the main argument and supporting points in a piece of reflective 
writing, a student can convey control over ideas to create an impression of 
confidence as an academic and proficiency as a practitioner.  By implication, lesser 
points should not obstruct a student’s central argument, so it is beneficial when 
teaching revising strategies to ask students to check which points could be cut to 
emphasise the developing hypothesis or main insight in a reflective piece.  A range of 
techniques for creating emphasis exist, such as adjusting the proportion of space 
given to main points, and attending to the order in which points are expressed 
(Ritterson 2008).   
 
Anecdote 
Unlike other academic genres, reflective writing is characterised by references to 
personal experiences which illustrate actions and enable individuals to analyse the 
outcomes.  These anecdotes bring validity to reflection and convey a writer’s 
personal investment in building upon experience to improve their practice.  In 
reflective writing, students are often expected to develop a clear hypothesis, or 
argument throughout their texts, and anecdotes should not obscure the clarity of this 
argument.  Related to the use of anecdote, a common linguistic feature of reflective 
pieces is use of the first person, and this is less often a characteristic of other 
academic genres.  Despite this, in some disciplines academics recommend use of 
the third person or the passive to promote distance and objectivity in reflective 
writing.   
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Theory 
Many reflection-based assignments require students to build upon scholarship as 
they reflect upon experience, synthesising theory and practice to develop 
professional development plans.  Reflective practice is also often characterised by 
the use of models and frameworks to structure critical thinking during and after an 
incident takes place.  In addition to this use of theory, students can demonstrate their 
engagement with a specialist field and show familiarity with the relevant literature by 
drawing on scholarship.  By integrating theory into their own arguments, student 
writers can establish an authoritative voice and convince readers that their chosen 
hypothesis or main insight is credible.  Evidence should be woven into paragraphs to 
uphold individual points and substantiate the central argument made in a piece of 
reflective writing.  Appropriate use of theory raises the level of abstraction in a 
reflective piece, allowing writers to engage with wider issues as a result of anecdotal 
experience.   
 
The Writing Process 
Students often produce high quality reflective writing by taking a ‘process’ approach.  
This way of composing written assessments has a strong heritage in North America 
and other countries where explicit instruction of composition has traditionally been a 
more integral part of HE than in the UK.  It is over-simplistic to boil down the 
complexity of composition into one process, and this is misrepresentative because 
each writer has a unique approach.  Nevertheless, students can benefit from learning 
about some of the main steps involved in preparing and perfecting assignments, and 
can then experiment to find their own style of composition.   
 
By teaching students to undertake assignment writing in stages, academics can 
strengthen students’ confidence and critical thinking, thereby increasing their final 
grades.  A process approach also helps to minimise the number of grammatical 
errors in students’ writing, although these may have less impact on students’ 
performance than the quality and organisation of their ideas in response to an 
assignment brief.   
 
Writing specialists at CAW share ideas about writing as a process when collaborating 
with subject specialists in the disciplines.  They concentrate on five stages, the first of 
which is generating ideas through reading, writing, and discussion.  The second 
stage is making a plan, and students are encouraged to draw up an outline of their 
ideas including the main argument or insight (known as the hypothesis) with sub-
points supported by evidence.  The third stage is making a rough draft and it is useful 
to emphasise the importance of producing multiple rough drafts.  The penultimate 
stage is revising, which involves making large-scale changes to ensure the logic and 
development of the main argument or insight.  The final phase is editing, which 
means making small-scale changes as a result of proof reading an assignment.   
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Learning and Teaching 
Depending on the requirements of a specific context, writing tasks can be offered to 
students which scaffold their accomplishment of key aptitudes.  Reflective practice 
can be promoted through these writing exercises, and the WiD approach to designing 
such materials can also involve a number of stages.  It is essential to consider the 
goals of a particular course or teaching intervention, including the ‘Intended Learning 
Outcomes’ (ILOs) for written assessments (WAC Clearing House 2008).  These 
could include: 
 
x Concepts students need to understand and apply 
x Practice-related skills 
x Cognitive abilities such as critical thinking 
x Development of discourse proficiency including reading and writing in a 
disciplinary context at an advanced level 
x Awareness of the conventions associated with a professional field 
                                                                       (WAC Clearing House 2008) 
 
In terms of writing tasks linked to specific Intended Learning Outcomes, these might 
include:  
 
x Free writing (spontaneous written reflection in response to prompts or 
questions) 
x Reading and discussion of a theoretical text or case study to produce a 
written summary or critique  
x Note taking based on a short lecture or video presentation about a critical 
incident  
x A personal response to a critical incident (and action plan if appropriate) 
x Creation of a Glossary based on the key concepts for a course or assignment  
x Peer review of other students’ assignment plans, drafts, or revisions (if the 
material is not confidential or sensitive) 
x A research paper based on key concepts for a course 
                                                                       (WAC Clearing House 2008) 
 
It is also essential to explore how students will be offered feedback and encouraged 
to implement comments on their writing and reflection.  A key consideration in this 
regard is time management for both academics and students.  A departmental WiD 
strategy can alleviate the stress of multiple writing tasks and help those giving 
feedback to manage their loads. Whilst the authority for assessing students’ writing 
should usually remain with course leaders and professional markers, peer review is a 
proven pedagogy for providing feedback to enhance students’ critical thinking and 
writing.  For student writers, the benefits of peer review include an opportunity to gain 
informal feedback on their writing before submitting, a chance to establish bonds with 
fellow students and feel part of the cohort, and a structured environment to think 
critically and see the application of their ideas (WAC Clearing House 2008).   
 
Peer review is seldom used to strengthen students’ reflective practice, and can be 
‘an excellent way to ensure that students are revising’ (WAC Clearing House 2008).  
There are clear ethical reasons because students deal with sensitive and highly 
personal issues in reflective assignments.  On the other hand, there are potential 
benefits of employing peer review in the early stages of the writing process when 
students are generating ideas and planning how to respond to an assignment brief.  
If well planned and executed, peer review can be an effective method of engaging 
students in the process of evaluating the reflection of others, and by extension re-
considering their own reflective writing.   
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Another consideration is the planning of feedback provision, and the timing in terms 
of a course schedule.  What appears to make the most difference for student writers 
is an opportunity to solicit feedback after completing just one of two steps in the 
writing process.  Students are motivated to engage with and act upon feedback when 
it is directly linked to a requirement of their course, particularly the next stage of an 
assessment procedure.  Research demonstrates that feedback on students’ writing 
given early in a module is more effective than feedback given near the end of a 
course (Rust , Price and O'Donovan 2003).  Feedback after a course finishes is even 
less likely to impact on students’ future writing behaviours (Rust , Price and 
O'Donovan 2003).  It has also been found that sequencing smaller tasks which build 
towards the production of an assignment helps students manage the process of 
writing reflectively.  In terms of managing the time taken to respond to students’ 
reflective writing, in some cases online feedback can be more time consuming than 
paper-based comments.  Online communications such as email and discussion 
forums should therefore be calculated into the allocated teaching time (WAC Clearing 
House 2008).   
 
A further consideration when planning feedback provision for a particular course is 
how to encourage students to respond to comments provided by academics or peers.  
The feedback loop will be broken if students are not given time and support to reflect 
upon constructive criticism.  As marking criteria vary for each assignment and 
course, general discussion of this essential element of assessment is of limited use.  
However, my experience as a writing specialist has demonstrated the value of 
sharing expectations about what student writers should consider as they plan and 
revise reflective assignments.   
 
Conclusion 
My own experience demonstrates that students’ confidence is the determining factor 
in their performance as reflective writers and practitioners.  It takes a certain self-
awareness and self-assurance to interrogate personal assumptions and actions.  I 
wish to argue that it is the responsibility of course designers to plan opportunities for 
students to address the issue of confidence, and to foster this attribute through 
constructive feedback from peers and teachers.  When reviewing and responding to 
students’ writing, the more explicitly we can refer to assignment marking criteria, the 
more confidence students may develop in targeting specific criteria in their reflective 
writing.  Students often gain confidence through familiarity and agility with writing 
strategies, which are not necessarily taught explicitly in contemporary HEIs.    
 
This chapter has investigated how to plan and execute reflective writing tasks to 
promote students’ self-belief by focusing on the discipline specificity of reflective 
practice.  Whilst acknowledging that reflective practice is specific to teaching 
contexts, the chapter has offered tips on writing instruction and suggested some 
writing tasks students may undertake to enhance their reflective practice.  It has 
thereby addressed the inter-related areas of learning, teaching, and assessment from 
the perspective of reflective writing requirements.   
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Abstract 
This case study reports on the response to an identified problem where, despite 
using a model for reflection and the presence of marking criteria, some students 
performed poorly in their written reflective assignments. The response was firstly to 
create a specific guideline to guide students through the assignment requirements, 
and secondly, to mirror the language used in the guideline, in the assignment 
marking criteria. Providing a high degree of structure and making explicit links 
between the teaching and assessment improved the ability of the student cohort to 
meet the assignment requirements. The high degree of structure may be restraining 
creativity in reflective writing in some students. This case study may be of interest to 
lecturers wishing to develop the abilities of their students to demonstrate practice 
improvements in their reflective writing. 
 
Keywords 
Reflection, assessment, marking criteria 
 
Introduction 
This case study details the development of a guideline to assist students with the 
writing of a reflective account for the purposes of assessment. The guideline 
identified the essential elements (called stages) of reflection that the students needed 
to demonstrate in their assessment.  The stages are used here to give a structured 
account of this teaching and assessing development. 
 
 
The Experience 
 
Event: 
Enthusiastic physiotherapy staff taught the subject of reflection, and writing 
reflectively to first year BSc (Hons) physiotherapy students. Students were required 
to demonstrate the process of reflection, and document their learning by reflecting on 
a past event of their own choosing.  At assessment, students demonstrated a 
disappointing ability to write reflective accounts of their experiences. Hence to 
improve student performance at written reflective assignments, a model to guide 
reflective assessment was created. The students were required to demonstrate 
reflection, and the guideline attempted to indicate what was considered to be the 
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essential elements of reflection by the marking team. It was reflection as a process 
which was being assessed. 
 
Exploration:  
Staff were disappointed that the effort they had given in preparation and teaching had 
not appeared to bear fruit. Students were disappointed in their marks and frustrated 
that they could not grasp what was required. Staff were concerned that students 
were poorly prepared for reflecting on their practice placement learning later in the 
course and that they would not be adequately prepared to demonstrate their 
continued learning once qualified. The maintaining of a professional portfolio which 
demonstrates continued learning is a professional requirement for physiotherapists 
(CSP 2002, HPC 2008). It was thought that learning acquired through experience 
could be evidenced by recording that learning through written reflection. The staff felt 
that students were lacking the ability to record their experiences in a way that would 
satisfy this professional requirement.  
 
Insight:  
Following discussion and dialogical reflection within the module team and with the 
Centre for Academic Writing, the staff concluded that despite the teaching given the 
current model and the marking criteria were not making the required elements of 
reflection overt to students. There were potentially two elements to this problem: the 
students’ understanding of reflection, and their ability to translate that into written 
evidence of their learning.  Some students were managing the assessment well, and 
it was thought that these students were ‘natural’ reflectors; other students couldn’t 
see what was required. 
 
Further Development:  
Although the staff believed that they were already teaching reflection, something 
needed to be changed to make the essential elements overt to the students. A more 
definite structure was thought to be needed which would clarify to students what was 
required for the purposes of their assessment. These were year one students, for 
whom it would be reasonable to provide a highly structured assessment. Staff 
recognised that this was a particular mode, or concept of reflection – it required the 
demonstration of a specific outcome, which was ‘evidence of learning’. The learning 
could be learned knowledge, learned skills, learned attitudes or learned 
understanding; whichever form of learning, the students were expected to 
demonstrate change of some kind. A subsidiary requirement was the ability to 
translate that learning to an improvement in professional practice (which for these 
students would be a potential future improvement), this specifically required the 
necessary writing skills to translate that learning into written evidence. In addition, 
since this was an assessed piece of writing, the academic criteria for year one written 
assignments needed to be met.  
 
Event Description 2:  
A variety of current models of reflection were explored with the intention of selecting 
the one which would best guide students through the reflective assessment. This was 
a pragmatic process, looking at well known models, rather than an extensive 
literature review. These models included work by Gibbs (19988), Fish (1991), Johns 
(1994) and the model of continuous professional development (CPD) advocated by 
the Chartered Society of Physiotherapy (2001). However, rather than selecting a 
particular model, it was seen that common elements from individual models could be 
identified and a new guideline was created using these common elements (see 
guideline below) (Dalley 2003). Marking criteria were revisited to mirror the language 
of the new guideline, thus, providing both structure and guidance, and being highly 
overt about what was required from the assessment. The assessment aimed to judge 
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students’ abilities to demonstrate the process of reflection and to clarify what were 
considered to be the essential elements in this process. 
 
Exploration: 
In order to familiarise the students with the appropriate expectations at the beginning, 
the guideline was used in teaching to introduce them to the subject of reflection. 
Students were advised to use this model to write their reflection. They were permitted 
to use any other model, but should still be able to identify the elements which were 
required for successful assessment. This provided continuity of language used 
between the teaching and the assessment since previously language used in class 
and in the marking criteria were different and this could lead to misinterpretation by 
the students. Using the same language has helped students understand what was 
required in reflection.   
 
Insights:  
Providing a high degree of structure and making direct links (as opposed to implicit 
links) between the teaching, the assignment and the marking criteria improved the 
ability of the student cohort to meet the assignment requirements. This was shown in 
the overall marks for the cohort and in feedback from the marking team. In addition, 
and unexpectedly, staff understanding of requirements for marking purposes has 
also been improved. Interestingly, the high degree of structure may be restraining 
creativity in some student’s writing, since less examples of an original creative 
approach to the assignment occurred in student’s scripts.  
 
It should be noted that this guideline does not contain any different elements of 
reflection to those already found in published guidelines and models, because it is a 
‘translation’ of those essential elements found in nearly all models and guidelines for 
reflection. Translation here implies that the understanding of reflection, which the 
staff held, was made clear to students by changing the language used to explain 
reflection. This process of translation links the teaching, learning, and assessing of 
reflection. It is possible that this new guideline was more successful in 
communicating staff expectations to students because whilst it has no new 
revelations on reflection, it is specifically geared to assist in making the requirements 
of a specific assignment overt. Other models have been developed to either theorise 
the process of reflection, or to provide a guideline to the process of reflection rather 
than a guideline to writing an assignment. The desired outcome for this context 
shaped the process of teaching, and therefore, potentially, the process of learning for 
these students. 
 
Further Developments:  
Although the elements of reflection were presented to the students in this guideline 
as ‘stages’, it is now recognised that these are not stages as such, for the process 
may not be linear, and one stage may feed into another or stages may progress in 
parallel. Thus, the guideline has since been re-named as ‘Elements of Reflection’. 
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The Guideline: 
 
Elements of Reflection 
• Description  
– What happened?  
– This might include details such as Where? Who? When? 
• Exploration 
– How did you feel or react 
– What did the experience mean to you? 
– Why did things happen as they did? 
– Is there relevant background information or significant details? 
• Insights 
– Did you come to any conclusions? 
– Have you come to any conclusions since? 
– Do you see things differently now? 
– Is there anything you understand better? 
• Further development 
– What ideas or plans do you have for improving things? 
– What have you learned? 
– How have you changed: 
• Your approach 
• Your attitude 
• Your ideas 
• Or your actions? 
• Theory and Practice 
– You might use literature to explore your experience, to gain insights or to 
plan for next time  
– What insights have you gained from the literature? 
– Where does your experience link with the literature? 
 
 
Conclusion 
This paper reports on the development of a guideline which improved student’s 
reflective writing performance on assessment.  Identifying the essential elements to 
be found in the various modules already available, and aligning the language used in 
the teaching of reflection and the language used in the assessment, allowed the 
students to demonstrate the required elements in their reflection. Providing a clear 
structure may have inhibited creative and innovative reflective expression. The 
question remains of how to facilitate creativity while giving the students clear 
indications of what is required or expected of them.  
 
 53  
 
References 
Chartered Society of Physiotherapy (2001) The CPD Process. Learning and 
Development fact sheet No. CPD 30. London, Chartered Society of Physiotherapy. 
Chartered Society of Physiotherapy (2002) Rules of Professional Conduct. London, 
Chartered Society of Physiotherapy. 
Dalley J. (2003) Stages of Reflection. Guideline provided for 'Foundations of 
Professional Practice' Module, Coventry University 
Fish D, Twinn S, Purr B (1991) Promoting Reflection, London, West London Institute 
of Higher Education. 
Gibbs G (1988) Learning by Doing: A Guide to Teaching and Learning Methods. 
Oxford, Further Education Unit, Oxford Brookes University. 
Health Professions Council (2008) Your guide to our standards for continuing 
professional Development.  London, Health Professions Council. 
Johns C (1994) Nuances of reflection. Journal of Clinical Nursing, 3 71-75. 
 
 
 
 54  
 
Chapter Seven 
 
Supporting Markers in Assessing  
Reflective Writing: The development and 
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Abstract 
This chapter considers some of the potential difficulties that arise when marking 
reflective writing at undergraduate level. These include: diverse marking teams in 
terms of experience and interests; a diversity and breadth of coursework content and 
structure; specific interpretation of marking criteria being the remit of the marker; the 
issues of sensitivity regarding feedback to the student. These difficulties are explored 
through a reflective account of the development and evaluation of a marking pack 
which was designed to address some of the issues. 
 
It is written as a personal reflective piece, incorporating feedback from the marking 
team obtained by a questionnaire, and is potentially of value to anyone involved in 
marking reflective coursework and in particular organising such marking for a team.  
 
Keywords  
Reflection, assessment, supporting markers.  
 
Introduction 
This case study reflects upon the development and usefulness of a pack of material 
designed to support markers in assessing a reflective writing assignment for a 
module linked to physiotherapy practice placements at undergraduate level 2. This 
is an exploratory position paper on markers' needs and a stepping stone to further 
enquiry. The development of the pack was in collaboration with the Centre for 
Academic Writing (CAW) at Coventry University.  
 
The reflective writing assignment at level 2 links strongly with students’ level 1 
experience of reflective writing as outlined in the previous report by Jayne Dalley 
(2009) Figure 1 provides an excerpt of the brief provided to students.  
 
 
 
Select two significant events already recorded in your Significant Event Log as part 
of your Professional Development Diary. Write up each significant event reflecting on 
and analysing the experience. The events should be chosen from your placement 
experience. The events chosen should cover different aspects of practice. 
 
 
Figure 1: Excerpt of Assessment Brief for Students 
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This reflection uses the stages of Dalley’s model (Dalley, 2007) to structure the 
report. 
 
Event  
Taking over the leadership of a module, of which I had previously been a team 
member, I was aware of some of the difficulties of marking the coursework. The 
coursework consisted of 2 reflective reports (900 words per report) each on a 
separate event that had occurred during the students’ first 15 weeks of physiotherapy 
practice placements. Regarding what was being looked for, the marking criteria had 
been developed over several years to be as clear and explicit as possible without 
becoming reductionist and prescriptive. This meant it was written in general rather 
than specific terms (see Figure 2) leaving specific interpretation to the individual 
markers.  
 
 
 
50 - 59% 
 
x The account is clear with a reasonable balance between 
description and analysis.  
x The exploration demonstrates an appreciation of context and an 
attempt to incorporate alternative perspectives.  
x There is evidence of ability to link theory and practice and to draw 
on past experience. 
x Good evidence of some personal development. Where appropriate, 
a realistic further development plan is provided. 
x Work is mostly grammatically correct and the Harvard referencing 
system is mostly used accurately. 
 
 
Figure 2: Example of a Section of Marking Criteria 
 
The difficulty of interpretation of marking criteria against diverse coursework, which 
these reflections tend to represent, was further compounded by the large marking 
team of twelve of whom only a few were specifically interested in reflection. There 
was also a range of experience with some markers being new to education and some 
who were experienced being new to the module. The module also had an unusual 
method of delivery in that the majority of engagement with students was 'virtual' via 
online discussion forums,  which the majority of the marking team had access to but 
not direct engagement with. 
 
The necessity for fairness and sensitivity in marking was also an issue as historically 
the events reflected on by students had been very personal and sometimes very 
emotional. This can be true of any coursework but seemed particularly the case 
when students were sharing their initial experiences of working as a physiotherapist. 
 
Some of the marking pack (see Figure 3) was support material already provided to 
staff and students. The additional items that were developed were: Frequently Asked 
Questions (FAQs) and a marked/annotated sample student paper. An explanatory 
memo and a questionnaire of its usefulness accompanied the pack. 
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Assessment brief  
 
Supporting guidelines 
 
Marking Criteria 
 
FAQs & Answers 
 
Marked/annotated sample student paper  
 
Marking/feedback sheets 
 
 
Figure 3: Contents of Marking Pack 
 
 
Exploration 1: Developing the pack 
The FAQs were developed gradually and easily in response to students’ online 
questions and could be organised under specific headings. These questions cover: 
postings from the online discussion forum, using theory/literature in the coursework, 
using models of reflection, what constitutes an event and structuring the coursework. 
The marked/annotated sample student paper presented more challenges and is 
described in some detail.  
 
Finding an appropriate piece of coursework, that would become the sample, was felt 
to be essential i.e. one that would: 
Demonstrate key areas of good and less good practice that could be highlighted by 
the annotated comments 
Allow for comments that would direct markers towards good practice and sensitivity 
when providing feedback.  
Not have a structure that would: 
Become a ‘model’ that markers looked for and rewarded over other ways of 
structuring. 
Become a ‘model’ that was ‘copied’ unthinkingly by students. This was linked to 
intended future use of the example directly with students as an example. 
Encourage a more ‘open’ approach to marking i.e. not ‘looking’ for ‘specific’ things to 
reward but ‘seeing’ what is ‘there’ to reward.  
 
Once found there was then blind marking and annotation by myself and another team 
member. This was followed by discussion and agreement on the final mark, which 
had 5% difference between the two markers to negotiate. Next, the most useful 
comments were agreed, and the paper was viewed by a writing specialist in CAW 
who was able to bring their writing expertise to the piece such as ensuring that 
feedback highlighted the need for a main thesis within the work and that ‘academic’ 
writing was used rather than colloquialisms. Some willing team members became 
involved and helpfully challenged the clarity and quality of the feedback, for example:  
Was there enough explanation when things were seen as good?  
Appropriateness of choice of words e.g. the work was praised at one point for its 
‘honesty’ which was seen to be a value laden and unsubstantiated term which was 
then replaced with ‘openness’. 
 
Finally the construction of the sample student paper was beyond the technical 
expertise of any of the team developing the pack. Consequently the CAW learning 
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technologist was invaluable in producing a high quality finished product (see Figure 
4). There were numerous redrafts and regular returns to the learning technologist, all 
of which were very time consuming but very necessary.  
 
 
 
 
 
Figure 4: Snapshot of part of the marked/annotated sample student paper 
 
Exploration 2: Usefulness of the pack 
The usefulness of the pack was explored by a questionnaire which asked markers to 
comment on the following: 
 
What was most helpful and least helpful within the pack? 
Why? 
Suggestions for other material to include in the pack? 
Why? 
Should the entire pack be made available for students? 
 
All the Senior Lecturers who comprised the team completed the questionnaire, 
except for myself, resulting in 11 returns. Analysis demonstrated that 73% of the 
markers appreciated the marking pack in its entirety, not reporting anything as least 
helpful. Table 1 provides an overview of the findings regarding the helpfulness of 
items in the pack. All but one marker felt the whole pack should be available to 
students. That single marker was concerned about the sample student paper 
believing it would lead to a standard approach to the work reducing variety. 
 
The main suggestion for other material in the pack was for more sample student 
papers, with 64% asking for samples with a range of grades. One marker requested 
a weighting scheme. Another expressed concern at the marking pack containing any 
more material as it can then be ‘superfluous’. Two requested face to face meetings in 
addition to the pack. 
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Table 1: Overview of questionnaire findings regarding helpfulness of items 
              (n = 11)  
 N.B. Some people listed more than 1 item as most helpful 
Marking 
pack item 
Most 
helpful  
Reasons for  
considering item most  
helpful 
Least 
helpful
Reasons for 
considering item 
least helpful  
Marking 
Pack as a 
whole 
 
8 x Brought clarity 
x Provides context 
  
Marking  
Criteria 
 
9 x Clarified bands 
x Essential to keep referring to 
x Standardises 
x Exactly reflected assignment 
and easy to follow 
  
Assessment  
brief  
 
4 x Knowing what students are 
told 
x Provides context 
  
Supporting 
guidelines 
 
4 x Knowing what students are 
told 
  
Marked/ 
annotated 
student 
sample 
paper  
 
3 x Acted as a gauge to clarify 
expected standard  
x Opportunity to see different 
approaches to marking 
x See a well linked reflection 
3 x ‘Lack of time to 
use it’ 
x ‘Served to 
confuse’ 
x ‘Made me feel 
inadequate’  
FAQs & 
Answers 
 
2  1 x ‘More relevant 
to students’ 
Marking/ 
feedback 
sheets 
 
0  1 x ‘Lack of time to 
use it’ 
 
Explanatory 
memo 
 
1    
 
Table 1: Overview of questionnaire findings regarding helpfulness of items 
              (n = 11)  
 N.B. Some people listed more than 1 item as most helpful 
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Insights 
Developing the pack had been very time consuming so it was encouraging to have 
such a positive response from the module team. However, even without such a 
response the exercise had been extremely valuable, for those involved in 
development, in terms of really unpicking what was being asked for in the 
coursework and how it would be recognised in what the students produced. The 
value of working with CAW and having their expertise greatly enhanced the whole 
exercise and reinforced the value of writing centres working directly in the disciplines 
(Skillen et al, 1998). 
 
The item that evoked some criticism and scored as the least helpful was the sample 
student paper. This had been the most difficult to develop and therefore initially there 
was a certain sensitivity to criticism of this particular resource. However the 
comments were not overly critical of the resource itself but illuminating on some of 
the issues for markers. The ‘lack of time to use it’ highlights the time pressure on 
most academics, especially around assessment time, so overloading markers with 
too much material was an important point to consider. The ‘feeling of inadequacy’ 
linked to the amount of feedback provided on the script was surprising but very open 
admission and again something to consider when developing material for staff and 
students. The script was a vehicle for increasing markers' understanding of 
assessing the coursework and therefore probably had more comments than many 
markers would provide, but was also a script to encourage best practice. Perhaps 
feeling inadequate was a necessary part of development for this individual but it was 
certainly not what the pack intended to evoke. Regarding the comment that it was 
‘confusing’ this was difficult to unpick due to limited information e.g. what specifically 
was confusing? Also, it was only one person; no-one else reported being confused 
by it. 
 
It was also interesting to note that the majority of marker’s requested further 
annotated examples, suggesting that for most people this had been a valuable part of 
the pack. Although the request for this could be understood, in that it provided the 
opportunity to see a range of standards, the comment from one marker that too much 
material can become superfluous resonated with me. Would markers really have the 
time and inclination to look at 3 – 5 scripts prior to beginning their marking?  
 
The request for ‘weighting’ highlighted a difference in perception of how to mark and 
a more reductionist, specific approach. This request can be a common response to 
marking, particularly related to concerns about standardisation and for those new to 
marking where lack of perceived guidance can increase anxiety and the need for a 
specific, detailed approach. Orr (2008 p137) uses the term 'spiral of specification' 
where in many aspects of education there are increasing levels of guidance to clarify 
standards and then further guidance to clarify the guidance. She cites Gipps (1995) 
who is concerned that such minute specifications can 'divert attention away from 
broader achievements' and echoes my own concerns. 
 
The comments requesting face to face meetings in addition to the pack were 
particularly pertinent. The pack was not intended to replace such meetings; however, 
such meetings are notoriously difficult to organise and my experience has tended to 
demonstrate that the people one has most concerns about are often the least likely to 
attend. The pack was intended to provide extra support but I realised, as I reflected, 
that it gave me an excuse to be less tenacious than usual about organising such a 
meeting. It also made me wonder how much providing ‘documentation’ in general 
can help tick boxes but in reality be less effective than organising meaningful 
engagement through workshops. 
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This latter point was reinforced further by some issues that arose during moderation 
of the coursework. It became very evident that whereas a few markers were very 
appreciative of students’ reflections and awarded high marks, others were more 
critical. It appeared to me that those who were reflectors and/or interested in 
reflection as a discipline, expected a greater depth of reflection, such that ‘meaningful 
insight’ into the event needed to be deep and multidimensional, whereas ‘non-
reflectors’ were impressed by more superficial insight. How could a marking pack 
address this? 
 
Subsequent use of the marking pack with students and markers, the year following 
its introduction, has added to my insight about the pack. My concern about students’ 
use of the annotated marked example as a model to copy was confirmed when the 
whole pack was made available and then a sample of 25% of the student group 
completed a questionnaire on their use of the pack. The annotated example was 
found to be one of the most referred to and helpful items but this was largely because 
it was deemed to provide a structure to follow for their coursework. A question here is 
whether this was 'blindly' following the structure, which would be of concern, or 
whether it provided some security as to whether they had an appropriate structure 
which then allowed them to reflect effectively.  
 
Regarding the FAQs neither group appeared to use them as much the second year. 
This was evidenced by the student questionnaire where students reported them as 
the document they least looked at and both students and markers continued to ask 
questions that were in the FAQs further suggesting they didn’t use them. The FAQs 
had become a 4000 word document and, although well structured, they were 
presented in their entirety to markers and students rather than developing gradually 
online in response to students’ questions as they had the year before. 
 
Further Development 
Developing, evaluating and reflecting on the marking pack has produced some 
valuable insights. It was clearly a valued resource by the marking team but has the 
potential to be even more valuable, not as purely as a pack but as a process. 
 
The people who gained the most understanding about marking the coursework were 
those who developed the pack and particularly the student sample paper. This made 
me wonder if a more collaborative and interactive approach to this particular element 
of the pack would be beneficial. As I thought about this I became aware of the work 
of Rust, Price and O’Donavan (2003) who suggest, based on their research 
experience,  that 'without active involvement through discussion and debate, the 
development of a common view on standards and level is problematic'. This 
highlighted the difference between those developing the pack, who did discuss and 
debate, compared to those who had no such opportunity and purely received the 
pack.  
 
Rust and co-workers suggest a process to facilitate such engagement that they have 
used successfully with students and I believe could be used with staff. This would 
involve grading and commenting on coursework in a workshop environment and 
would have a number of advantages over purely providing a hard copy of the sample. 
In the context of some of the issues highlighted by markers these may include: 
The workshop would provide protected time for academics to consider the task of 
applying criteria to a piece of coursework. This may be time that would be easier to 
allocate rather than reviewing a pack alone knowing there are numerous 
assignments waiting to be marked 
If timed correctly, i.e. close to the actual marking, it could be time saving in that 
people would feel prepared and ready to mark as soon as marking was allocated 
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It would also be a possible vehicle for exploring some of the more challenging topics 
such as ‘personal expectations of reflection’.  Also the feeling of inadequacy 
experienced by one marker would be potentially easier to mediate in a group setting 
It could involve a range of standards of coursework without the need for the lengthy 
annotation process 
It could be replicated with students to increase their understanding of what was being 
asked and give them sight of completed coursework but briefly such that they were 
not able to unthinkingly copy the structure. 
 
This more interactive approach had been successful in developing the FAQs and had 
led to them being a well liked resource by staff and students initially. They were less 
so when merely presented as an already prepared document the second year. 
Therefore developing these interactively online would also be something to return to, 
with the advantage of having a pool of FAQs to draw from as the questions arose. 
 
Regarding the workshop it would have the added difficulty of engaging and 
organising the team to meet, along with the possibility that those who would perhaps 
most benefit would not attend. However I believe the potential value would outweigh 
these negatives and the marking pack would still be a resource for those who did not 
attend. 
 
Conclusion 
If assessment is to be the driver for learning that Biggs (2003) suggests it can be 
then it is important that staff and students are supported in their engagement with 
assessment. This is particularly true for reflective coursework where originality and 
diversity is not only expected but to be encouraged. There is a need for clarity, 
fairness and transparency in the marking process of all written coursework, not 
purely reflection, and at times this need can lead to a reductionist 'tick box' approach 
to grading. To avoid this, essential for coursework that is considering higher level 
cognitive and affective processes, there needs to be recognition that effort is required 
to develop a common understanding of the assessment process not only in students 
but also in staff.  
 
This reflection suggests that the development and provision of a pack to support 
markers, and students, can assist with that engagement. It also suggests that the 
inclusion of writing experts can enhance the process. However what was most 
interesting from this reflection was an insight which could be termed a reflective ‘turn’ 
i.e. a change in direction from one way of thinking to another (Ghaye et al, 2008). 
The focus had been on evaluating the pack, the finished product, and whether the 
pack could enhance common understanding of the assessment process. What 
became clear was that it was the process of developing the pack that did the most to 
encourage common understanding. It appears that the real value of the pack is not 
purely to deliver it to markers and students year on year but to use it as a trigger for 
active discussion and debate. This ‘apparent’ value warrants further exploration and 
will be the next stage of enquiry. 
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Chapter Eight 
 
Achieving shared understanding of assessment 
criteria in reflection 
 
Ruth Edwards and Scott Cunningham 
School of Pharmacy and Life Sciences,  
The Robert Gordon University,  
 
 
Introduction 
It has long been argued that reflection is an essential element of lifelong learning and 
professional development (Cheetham and Chivers, 1996; Day, 1993) and it therefore 
follows that development of reflective skills is crucial in the education and training of 
healthcare practitioners. An important aspect of incorporating the development of 
reflective skills into a curriculum is considering how they will be assessed and, within 
that, considering the personal development of those who will be assessing. Curricula 
which integrate reflection often involve students submitting reflective portfolios for 
assessment and Plaza et al. (2007: 21) argue that “lack of faculty understanding of 
the standards or competencies upon which reflective portfolios are based can 
negatively influence student buy-in, potentially creating frustration and decreased 
guidance.” The focus of this chapter is reaching shared understanding between staff 
of assessment criteria for assessing reflection and is an account of attempting to 
achieve this in one discipline (pharmacy) at one institution (The Robert Gordon 
University (RGU), Aberdeen.) 
 
Reflection in pharmacy 
Pharmacy as a profession in the UK is on a path of significant change (Department of 
Health, 2008; Scottish Executive, 2002 & 2004).  Legislative and policy changes to 
practice, for example, changes to how the profession will be regulated (Department 
of Health, 2007) are happening, or on the horizon, and mandatory continuing 
professional development (CPD) is now a requirement. Lifelong learning and 
continuing professional development have been recognised as key elements of 
professional pharmacy practice and for example, demonstrating a reflective approach 
to prescribing practice is a core learning outcome in the Royal Pharmaceutical 
Society of Great Britain (RPSGB) Outline Curriculum for Pharmacist Prescribing 
(RPSGB, 2006). As a result of this changing nature of pharmacy practice, reflection 
is moving higher up the pharmacy professional development agenda and therefore 
the process of linking learning, teaching and assessment in reflection has become an 
important issue for pharmacy educators. Black and Plowright (2007) argue that 
pharmacy in the UK is still at an early stage in promoting the use of reflection for 
learning and professional practice development and found that pharmacists who 
participated in their study generally considered reflective learning to be a new way of 
learning. Initial findings from another study to review the process and participation in 
reflection in the practice of clinical pharmacists and its impact on clinical practice 
indicate that pharmacists were challenged by the activity of reflection (Swart, 2003). 
These authors findings therefore imply that those studying to become pharmacists 
need to be introduced to the process of reflection early in their training and the 
experience of integrating assessment of reflection into a curriculum, from the 
perspective of one group of pharmacy educators, is the focus here. The findings of 
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this chapter may have wider applicability to other disciplines who find themselves in a 
similar position in relation to coming relatively new to reflection. 
 
Reflection at RGU 
The Robert Gordon University has a policy on Personal Development Planning 
(PDP) (The Robert Gordon University, 2008) which recognises the important role 
which reflection can play in promoting effective learning and provides guidance on 
the incorporation of reflective learning into RGU courses. Over the past few years in 
the School of Pharmacy and Life Sciences at RGU, reflection on practice and a 
reflective approach to learning has been integrated into both postgraduate 
programmes (Pharmacist Independent Prescribing and Postgraduate Masters) and 
into the pharmacy undergraduate MPharm curriculum. Students have been 
encouraged to develop a reflective approach to learning using reflective worksheets 
based on Kolb’s learning cycle (1984) and similar to those used by pharmacists 
registered with the RPSGB. Modules have been designed to incorporate reflection 
into the learning outcomes and consequently are included as part of the assessment 
plan for the module. Assessment criteria, which provide a detailed descriptor on how 
the student will be assessed, are then devised for the particular assessment that 
integrates reflection along with a weighting where relevant. This process is used at 
both undergraduate (UG) and postgraduate (PG) levels. An example of assessment 
criteria is provided in Appendix A. Forms of assessment that incorporate reflection 
include reflective essays on clinical placements or work based activity or learning 
such as consultations skills or provision of professional advice at PG level and on the 
first year learning experience at UG level. Reflective portfolios are also used as a tool 
for collation of information and experiences that can be used for the process of 
reflection. This has been used for example in a clinical Care Planning module in the 
final year undergraduate course that incorporates significant time spent on activities 
that lend themselves to a reflective approach such as on clinical placements and 
problem based learning. For pharmacy at RGU, these are relatively new forms of 
assignment and assessment and have required us as pharmacy educators to re-
examine our own understandings and perceptions of assessment to attempt to reach 
shared understanding of what we are asking students to do and how we assess what 
they submit. Class sizes in our undergraduate pharmacy programme are typically 
around 130 -140 students, therefore a small number of assessors cannot practically 
assess this number of students within our institution’s recommended feedback 
timescales. As there was a desire within the course team to increase the number of 
reflective assessments throughout the course, one of the main motivators for the 
process we describe here was to ensure a pool of markers able to assess reflective 
assessments and spread the assessment load whilst still ensuring quality and validity 
of the assessment. 
 
The process of achieving shared understanding of assessment criteria 
Orr (2007) in her discussion of assessment moderation practices cites Wolf’s 
suggestion (2000 cited in Orr, 2007:648) that “written material cannot replace the 
need for communities of assessors to actively co-construct shared ideas.” In 
developing assessment criteria for reflective assignments in pharmacy, draft criteria 
for discussion were developed collaboratively by two staff and then the assessment 
and criteria were shared with the wider module team and moderated under the 
University's usual assessment quality assurance processes which include external 
examiner comment. At the assessment moderation stage, some discussion of the 
individual module team members understanding of the criteria took place before the 
agreed criteria were published alongside the assignment. Once the students 
submitted the assignments each marker applied the criteria to four different 
assignments and the team met to have further dialogue around interpretation of the 
criteria and to “actively co-construct” understanding of them (2000 cited in Orr, 2007) 
in the context of the student submissions. The types of discussions included how to 
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identify depth of reflection.  During the meeting staff swapped assignments to read, 
discussed the grading of them (using RGU’s six point grading scheme) and then, 
where appropriate, modified initial judgements in the light of the discussion. One of 
our interesting discussions was how to define the “warm, fuzzy” feeling which some 
of us had when we read particular essays; the feeling that the student had “got” what 
was required of them and had expressed this in their assignment. For example, one 
reflective essay required first year students to reflect on their first steps in their 
professional journey and, following submission of the essays, our discussion centred 
on what our moderated criteria (provided to students with the assignment) meant in 
terms of what the students had written. For example, how did we determine what was 
“an insightful exploration and analysis of the thoughts, feelings and behavioural 
factors affecting learning”.  
 
 
In 2004, Johnston published an interesting discussion of different epistemological 
approaches to portfolio assessment. The approach to assessment described in this 
chapter appears to align with Johnston’s description of an interpretivist approach 
although set against the background of a more positivist quality assurance framework 
which places value on validity and reliability. Johnston asserts that interpretivist 
assessment encompasses “holistic, integrative interpretations; valuing of context-
bound knowledge; articulation of the values and judgements of the assessors” (ibid: 
400). Assessors in the positivist tradition, she argues, do have discussion about 
rating however this precedes assessment rather than continuing after. This potential 
dilemma between a more positivistic tradition like pharmacy and the interpretevist 
approach needed for this kind of assessment was an interesting aspect of this 
exercise.  Our experience was that some staff were more comfortable with assessing 
in this way than others; perhaps to do with the individual’s own “worldview” or 
epistemological perspective. We did make some compromises; especially at the 
criteria development stage. Some colleagues wanted broad and open assessment 
criteria and others wanted detailed and very specific criteria so we reached 
agreement somewhere in the middle. We recognised the impact these differences in 
perspective might have on our assessment of students’ work and this was one of the 
main reasons why we chose to attempt to articulate our own values and judgements 
(Johnson, 2004) in this process. 
 
Conclusion  
This development of shared understanding of assessment criteria is an ongoing and 
iterative process. We do not claim to have ‘got it right’ but have made an attempt to 
achieve credibility and transferability (Johnston, 2004) in assessment across a small 
group of assessors. The potential ‘risk’ of increasing the number of assessors is lack 
of consistency in assessment and feedback – however using a ‘shared 
understanding’ approach we have for example successfully used four assessors to 
‘comfortably’ assess the reflective work of up to 140 students. Future developments 
for us and others may include further increasing the number of assessors to manage 
even larger cohorts but this in itself is likely to bring further challenges that would 
need to be carefully managed. 
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Chapter Nine 
 
Unanticipated Outcomes and Reflective 
Learning in the Professional Dissertation 
 
Philip Chambers 
Reflective Learning-UK, 
Maisemore, Gloucester 
 
Abstract 
This chapter interrogates the processes of learning and teaching in a higher 
education context, with reference to researching for and writing the professional 
dissertation and the way in which researcher-practitioners employ reflection and 
engage with unanticipated outcomes in their approaches to research. The 
methodology employed, in the spirit of a concept of learning which is not outcome 
driven, centres on unstructured interviews with three teachers engaged in working on 
their Master’s dissertations. The idea underpinning the chapter is that of the writer-
researcher attempting to represent different specific elements of a complex situation. 
Rather than attempting to simplify these complexities, what is explored here is the 
utilisation of metaphor and associated concepts presented as a ‘bricolage.’ This 
includes paraphrasing the interviews as stories of experience and the inclusion of 
boxed quotations to support the text and provide thought points around the area 
under interrogation. The reflections with which it closes make observations, both 
specific and general, around what the analysis of the findings tell us about learning, 
teaching and the assessment of reflective practice. 
 
Keywords 
Reflective learning, unanticipated outcomes, bricolage 
 
Introduction and Literature Review 
 
 
‘Purposes are seldom fixed but change with circumstances and 
opportunity. Learning in the arts requires the ability and a willingness to 
surrender to the unanticipated possibilities of the work as it unfolds’ 
(Eisner, 2000). 
 
 
Challenging the orthodoxies 
In higher education the concept of the learning outcome is generally accepted as a 
way of measuring the efficacy of learning, as well as driving the assessment and, 
potentially, the students’ engagement. What Eisner points out is that in many learning 
situations valuable, but unanticipated outcomes, may also emerge during the process 
of learning and teaching. A central argument of this chapter is that such 
unanticipated outcomes can further open up the possibilities of learning.  
 
It is my belief that the potential constraints of learning outcomes promote a tendency, 
in both teachers and learners in higher education, to frequently respond in a safe and 
conventional fashion. The suggestion here is not to succumb but, as teachers and 
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learners, to draw on our individual resourcefulness and imaginative capacities: to 
challenge the orthodoxies. This valuing of imagination and individual resourcefulness 
might be seen as central to autonomous learning. 
 
Risk-taking, chance and reflective learning 
What Schon (1983, pp. 42-43) terms the ‘swampy lowlands’ is the messy area of 
experience, where important tools in reflecting are trial and error, intuition and 
following hunches. It is such risk-taking approaches, he argues, which are more likely 
to lead to new perspectives and new learning. 
 
Merce Cunningham and John Cage employed the concept of chance (Pritchett, 
1996) in order to redefine music and dance. For them, music and dance could be 
likened to ‘lived experience’ (van Manen, 1997), where interruptions and accidents 
can determine the nature and direction of the performance. Nor, as Eisner (2003) 
suggests, do the arts have a monopoly on the concept of chance. Scientists too have 
recognised its benefits and limitations. Louis Pasteur’s, ‘Chance favours the prepared 
mind,’ suggests that outcomes will not be accomplished purely by waiting for 
something to happen through chance. A curious and ever searching mind is a pre-
requisite for learning through chance: what we might characterise, in our reflective 
learning armoury, as expecting the unexpected.  
 
When taking risks, either in learning or teaching, the sense of losing one’s bearings 
can be crucial. 
 
 
 
‘…..it dawned on me that I might have to change my inner thought 
patterns…..that I would have to start believing in possibilities that I 
wouldn’t have allowed before, that I had been closing my creativity 
down to a very narrow controllable scale…..that things had become too 
familiar and I might have to disorientate myself’ (Dylan, 2004, p.71).   
 
Methods and Methodology 
The particular methodological practice adopted here may be viewed as ‘bricolage’ 
with the researcher as a ‘bricoleur’ (Denzin & Lincoln, 2003). In such an approach the 
researcher aims to represent different elements of a complex situation. Rather than 
trying to simplify the complexities, the idea is to utilise metaphor and other figures of 
speech, which, by the power of association, allow the reader to create, recreate and 
understand through a process of impressionistic appropriation.  
 
The research centred on the conduct of unstructured interviews (Robson, 2002; 
Opie, 2004) with teachers engaged in working on their Master’s dissertations. A 
characteristic feature of these interviews was that they were interactive, reflective 
conversations rather than one-way information gathering. In the spirit of Eisner’s 
(1996) ‘generativity’ this meant that in my role of ‘bricoleur’ I could utilise metaphor 
and other figures of speech which arose from the interactions. So some of these are 
coined by the participants during the interviews and some via my interactions with, 
and reflections upon, the data. Further to this the interviews were transcribed as 
stories of experience (van Manen, 1997; Denscombe, 2003) around how 
unanticipated outcomes and reflective learning impact upon dissertation writing. This 
phenomenological approach to using interviews as a way of obtaining data relies on 
each participant’s capacity to reflect on the meaning of experience for themselves. In 
other words it assumes autonomy in learning and in this way contributes to the 
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search for understanding, through reflection and the accommodation of the 
unanticipated outcome.  
 
 
Data Interpretation and Discussion 
 
Participant 1 spoke with a fluency and immediacy which demonstrated total 
engagement with the dissertation, but also suggested the need for certain 
reassurances in going about things in a different way. 
 
“I find it useful to be able to put things into neat sections to make sense of things. 
That as a result helps me to understand better where some of the questionnaire 
responses came from and also then to look at the dissertation and think about which 
direction it should take. But it doesn’t feel systematic. In the past my way of working 
has been to have a very fixed structure and I think what’s happening with this is that 
it’s evolving much more than I would normally expect my work to do.” 
 
There is a strong sense here of a growing trust in the evolutionary nature of writing 
which is an appropriate way of writing up a research project and capturing its 
essence, as opposed to writing in a highly prescriptive manner. There is of course an 
element of risk at work here. But a risk which can have a positive pay off.    
 
My subsequent comment, suggesting she tries to, ‘let go a bit in the way you are 
now’ and to ‘live with it and talk about it’ elicits the following response: 
  
“So it’s okay to go with intuition and what’s happening for you at the moment, 
because I suppose I’ve always seen an MA dissertation as being very focused on 
evidence and statistics.” 
 
At this point I reassured the participant about the structure of the dissertation as 
being, ‘all the thoughts and ideas that you can pinpoint and relate very precisely to 
the research question you’ve asked and the categories you’ve derived.’ 
 
After a long pause the participant reflects as follows: 
 
“If you’re watching a big TV screen and there’s a picture of you in the corner, and 
say, for example, a big picture of a plane, and you see yourself just as a small part of 
that. Then gradually the small picture of you gets bigger and bigger. I think that’s an 
interesting transition from there to your actually being in the plane and in the picture. 
And the idea is to sort of desensitise you gradually so that you gradually become part 
of it. I think it’s just a way of helping you to do things gradually.” 
 
This is followed by: 
 
“I thought that the qualitative data of the in-depth interviews was the bit where it was 
more liberating because you could go into more depth and go with the flow more, but 
this would be going even more with the flow.” 
 
The exchange then accelerated as the participant grew in confidence and clarified 
her thinking about the way in which the unplanned approach coalesced and clarified 
in her mind. 
 
After my observation, ‘Yes. It’s a bit risky but potentially it’s very rich and innovative. 
In a way you’ve got all the structure, which is the film as you might see it, 
constructed, edited, neatly made,’ she continued: 
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“Yeah. It’s almost like the original ‘Singing Detective’ with Michael Gambon where 
he’s actually in the film but he’s also narrating how he feels at the time and that’s the 
kind of way I see it really. It’s helpful.” 
 
I comment: 
 
‘That would be a lovely way of getting this dimension into the writing. It’s quite a 
difficult one to understand if you just describe it, but once you’ve got that image you 
came up with……’ 
 
She then interjects, “Yeah! Say even a different font or box or something which just 
separates it off but it’s part of it.  Which is exactly what I am.”  
 
My response to this is: 
 
‘That’s great. This might just be the catalyst you need which says, yeah I can do this.’ 
 
 
Thoughts and ideas blown along by, ‘The winds of impulse, guided by 
the compass of intuition’ (Carey, 1988). 
 
 
It was notable that after the participant was given the example of the importance of 
intuition from a literary source that she began to speak more figuratively, using 
metaphors and pictorial imagery in a highly creative way in order to come to terms 
with and accommodate the unanticipated outcomes which related to the way in which 
she was increasingly seeing how she might present the dissertation. Once she has 
been given permission to trust to intuition this participant appears to be liberated. In 
fact she uses the term herself to describe the experience. Overall this represents an 
interesting confirmation of the significance of artistry to the reflective learner. 
 
 
‘……poetry and art and cultural memory kick in like an emergency 
power system to reinforce the self…………They help the individual to 
credit the validity of personal experience and intuition (Heaney, 2004).’   
  
 
Participant 2. “I think at the beginning I had a very simplistic view of leadership. I 
thought that I was very democratic but as I read more and reflected on what was 
going on through writing a journal I’ve been able to see the processes.” 
 
When asked what kind of impact this had on the writing of the dissertation this 
participant used a metaphor in response, saying, 
 
“I’ve had to back pedal a bit at times.” 
 
This employment of figures of speech was something which all of the participants 
appeared to find helpful in clarifying their reflections and explicating the different 
ways in which they accommodated outcomes which had not been anticipated. 
 
To this participant I suggested that it was useful to have some very clear ideas at the 
outset, as long as one is prepared to see them knocked down or challenged, then go 
back and reflect upon them or change direction. 
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To this she replied: 
 
“Yes, maybe the journal’s helped to make it about the reflective process. If I just had 
the data I think it would have just been straightforward discussion then the 
conclusion.” 
 
On asking her why she used a journal she responded: 
 
“Well I think because I’m very much an action person. I don’t often sit down at the 
end of the day and think. And I think it’s a good habit for me to be able to say, you’re 
a bit rough on this. So I started to write a journal. So that’s where the personal comes 
from.” 
 
Interestingly, when I tried to reassure her by suggesting that she had definitely gone 
on a journey accommodating and changing in certain ways, she was still looking for 
reassurance: 
 
“Yes I’m glad, I’m glad that comes through, though I do doubt how it reads.” 
 
Participant 3. “Having taught early years and key stage one children for a number of 
years, I decided that I intended to work within the field of literacy and focus upon 
gender issues that arose. I had written an action plan, outlined an action research 
project to implement, devised a time scale to follow and had bought an interactive 
talking book to introduce to the children as a new technological tool to interest the 
boys. Little did I know that this was all about to change.” 
 
As with the first participant the choice of an unstructured approach, this time to 
observation, resulted in outcomes which had not been anticipated: 
 
“I began my research by conducting unstructured observations of the children, their 
teaching and learning environment and my teaching colleagues, to portray a true 
picture of exactly what is happening within the classroom. This was done without 
making field notes and simply watching the children and their teachers within their 
preschool environment.”  
 
She then continued: 
 
“I am so grateful that I did. It soon became apparent that, although the preschool 
were dedicating a large amount of time to the introduction of literacy, once the 
structured teaching had finished and the free play began there was no evidence of 
this literacy in the children’s free play. More noticeable was the issue of the book 
corner. On the four occasions I observed, no children used the book corner in their 
free play.” 
 
She rounded this off with the observation that: 
 
“This concerned me greatly and I was interested to explore the reasons behind this 
and more importantly how this issue could be resolved. Consequently after 
discussions with the preschool staff I decided to change the focus of my research.” 
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Reflections on Learning, Teaching and Assessing Reflective 
Practice 
 
So what does the analysis of the findings tell us about the processes of learning and 
teaching in a higher education context? With specific reference to researching for, 
and writing the professional dissertation, and the way in which researcher-
practitioners employ reflection and engage with the concept of the unanticipated 
outcome in their approaches to research, some key issues emerge. 
 
Firstly the potential benefits of adopting a methodology which is unstructured in its 
approach would appear to be allied to both reflective learning and the unanticipated 
outcome. All three of the participants opted for this approach and as a result opened 
up a number of avenues to the unanticipated outcome. This intuitive approach 
resulted in an organic/evolutionary approach and the unearthing of new knowledge. 
This, however, is risky territory for both teachers and learners.                                     
 
 
 
 
 
“Come to the edge,” he said. 
They said, “We are afraid.” 
“Come to the edge,” he said. 
They came. 
He pushed them 
And they flew.” 
                                                                                       Guillaume Apollinaire 
 
The question which this raises for me is whether teachers themselves are given the 
creative context to provide the vision through which learners can be inspired.  
 
This might usefully be extended into a more general point about reflective learning. In 
my view effective reflection may be characterised as open-ended inasmuch as the 
end product may not always be the expected one. For me uncertainty, open-
mindedness and flexibility are essential for reflection. Indeed, learning through 
reflective practice has been formulated as an alternative to prescribed learning based 
on defined outcomes (Schon, 1983).  
 
A second factor emerging from this interrogation around the unanticipated outcome is 
that the individual resourcefulness and imagination evidenced in the stories of 
experience are the results not of controlled environments, compliance and prescribed 
learning. Rather they are the results of a risk taking approach and the engagement 
with possibilities. One of these possibilities is made manifest in the use of the 
metaphor. 
 
According to Ely et al (1991), it is metaphor which can prove useful as a tool in 
revealing to the learner the underlying cognitive and affective models at work in 
educative processes. It is also a particularly useful way of encapsulating a concept. 
In many of the instances cited here metaphor is used in facilitating understanding or 
solving problems. And for reflective learners in general it can serve as an analogue to 
leap from the familiar to the unfamiliar. It can provide a means of pointing to the very 
essence of learning and discovery, to help the learner in analysing and 
understanding the formulation and development of a theory. Through the power of 
association, concepts related to one thing can be transferred to another. 
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A central reflective question emerges from the fact that paying heed to unanticipated 
outcomes can further open up the possibilities of learning. Specifically this is about 
liberating the learner from the constraints of the anticipated and emphasising taking 
risks and being curious. To this end the question is around the concept of deeper 
learning (Marton and Saljo, 1976(a), 1976(b)). I posit the question as follows: Can 
learning be deepened by engaging in the kind of generative (Eisner, 1996) and 
associative thinking that arises from interrogating unanticipated outcomes?  
 
Some further general points around the area of reflective learning have also 
emerged. The evidence which links reflection with autonomous learning has clear 
implications with the assessment of reflective practice. If, in the assessment of 
reflective writing, originality and diversity are to be encouraged on the part of the 
learne, then it may be useful to include a criterion for assessment which embraces 
the concept of the unanticipated outcome. 
 
The evidence from the interviews would suggest to me that where many students can 
readily adopt a reflective stance in discussion, the craft of reflective writing may come 
less easily. There are implications here for different approaches to the assessment of 
reflective practice, in particular processes which recognise spoken as well as written 
reflection. 
 
A final point relates again to the assessment of reflective practice. As this chapter 
may serve to remind us, reflection has an affective as well as a cognitive dimension. 
Requiring, as it does, such an intensely personal engagement on the part of the 
learner, reflective learning demands a reciprocal, positive, empathetic approach on 
the part of the teacher. It follows that, when assessing reflective practice, the tension 
between the learner as free to be reflective but potentially constrained by criteria, is 
something which needs to be consistently monitored. 
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Conclusion 
 
Helen Bulpitt 
Senior Learning and Teaching Adviser, 
Health Sciences and Practice Subject Centre, 
Higher Education Academy 
 
Through a combination of theoretical pieces and first hand examples, we hope to 
have provided some pointers and tools to enable others to approach the task of 
assessing reflection and reflective practice in a fair, equitable and transparent way.  
We also hope that we have included suggestions as to ways in which students may 
be effectively supported to give the best possible account of their own reflections and 
to develop reflective practices. 
 
Some tentative conclusions that might be drawn: 
 
Curriculum Design 
There is a need to consider the whole of the curriculum and how it might be 
facilitated in order to enable critical reflection.  As Lynn Clouder suggests in her 
chapter, this could include an iterative and cyclical process of curriculum design 
which matches the learning process itself.  Codra Kupara proposes that the use of 
case study material, facilitated by skilled teachers, may provide one of the most 
effective strategies for enabling the development of reflection for professional 
practice. 
 
Making the purpose explicit 
The purpose and context of any piece of reflection can affect its perceived value, so 
there is a real need to make these explicit both to the students and, particularly, to 
the staff tasked with assessing those students. (Dalley).   
 
Non-linear outcomes 
There appear to be almost mutually exclusive demands to adopt a learning outcomes 
model at the same time as developing reflective practitioners where the best 
outcomes are often unintended (Chambers).  Lynn Clouder proposes that this 
dilemma can be overcome, at least to some degree, with the development of non-
linear outcomes (Clouder) and/or outcomes that are expressed in terms of the 
student being equipped to become a lifelong learner (Kupara). 
 
Changing Practice 
The very nature of professional education means that the eventual outcome of any 
reflection or reflective practice is expressed in terms of action and changed practice 
(Kupara).  The post-qualifying requirements of many professional bodies, including 
the CSP and NMC, include the need to maintain a professional portfolio, 
emphasising again the need to prepare professionals for what will be a lifelong 
process of reflection and recording of that reflection (Dalley and Kupara).   
 
 
Reflective Writing 
This apparently inevitable connection between the process of reflection and the 
recording of that process needs careful consideration and students need to be 
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offered specific support on writing about their own reflections. This is particularly 
important for writing about reflections as these make use of personal data, as well as 
potentially confidential data about others, and needs to be handled with care and 
sensitivity. Mary Deane suggests that teaching students how to make use of 
rhetorical devices in their writing can help achieve this. 
 
There remain challenges in requiring students to write a reflective journal, including 
x issues of how appropriate it is to include personal data  and whether that 
should be subject to assessment (Deane) 
x the time it takes for students on busy placements to write down and record 
their reflections when there are many other demands on their time (Kupara) 
x the difficulties in identifying the purpose for the writing and having it assessed 
according to that purpose (Dalley) 
 
Assessment 
The challenge for assessment is to identify appropriate criteria (Edwards and 
Cunningham), to leave space for assessing for unintended outcomes (Clouder, 
Chambers) and to focus assessment on those aspects that are relevant (Fleming). 
Paul Fleming advocates the structuring and focusing of assessment, in both what is 
to be assessed and the medium of assessment, such as a portfolio or reflective diary. 
 
Time is an issue for both students and markers, as identified in Toms’ case study.  In 
addition, the value of providing feedback to students early on in modules is again 
recognised as crucial for the reflective writing process, potentially adding yet further 
time pressure on the assessors. 
 
Finally, as Toms discovered in her evaluation of the development of the markers’ 
pack, benefits can be found in the very process of collaborating and developing a 
piece of work and these can be lost once the piece is complete.  Perhaps this is 
equally the case for students developing their reflective writing for assessment: much 
benefit might be gained in those opportunities for formative and peer feedback which 
the final, summative, piece can fail to reflect (Fleming).  Perhaps this is where Lynn 
Clouder’s proposal for an iterative approach to the curriculum design can provide 
some help, as is also suggested in Edwards and Cunningham’s case study. Such a 
curriculum can provide opportunities for the spiralling of ideas, reflections and 
feedback, offering a number of opportunities to address the challenges recognised 
above.  It would be worth considering whether, together with the provision of explicit 
teaching about the writing (and marking) task along the way, such a curriculum could: 
x reduce the well-recognised and time-consuming burden of end-of-module 
marking  
x maximise opportunities for feedback to be timely and relevant. 
x provide students with the opportunity to respond and learn from that feedback 
 
It is no easy task to find manageable ways in which to address the challenges of 
connecting learning, teaching and assessment of reflection and reflective practice, 
not least because of the numerous, diverse and sometimes apparently conflicting 
demands of institutions, professions and students themselves.   We hope that the 
suggestions offered in this paper provide some useful ideas and we also hope that 
they might encourage further creative thinking about practicable ways to address 
these challenges.  We invite you to make contact with the special interest group: 
http://www.health.heacademy.ac.uk/sig/critref/cr  and join the discussion. 
 

